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¢ practitioners in the curriculum enterprise confront only a few
curriculunt problems. We are aware of many other problems, but they
are confronted by others and resolved some distance from the arena of
our own practice: Indeed, taking the form of legislation, criticisin, ageney
directives and regulations, textbook -ublication and markdting, and proposals
touted in the media, these remote resolutions affeet us. They constrain or free us
to act in our individual scttings, but they afe typically not the problems we
encounter. Qur curriculum problems are different ang local, and we come
‘almost to believe that they are just ours and unhl\c those ﬂlcul ])\ pmchtmnus
clsewhere”

i

If nothing clse—and it does more— this Yearbook reminds us that our local

curriculpm problems are similar to those known by other local curricalum
workers. They are similar and they can be approached f from common bascs. We
must make our individual and local curriculum decisions. Yet, the decision
making across districts can be’ informed and guided by shared clenients -of

curriculum development processes: Lhe ncld even so, likely will be different

from site to site. ,
These-are worthy reminders.

~e

Duting the past two decades, standard curriculum decisions laid sicge to -

Ametican’ schools. ‘The alphabet-labeledt curricula were accompanied by legions
of standardized prescriptions. Local problems, we were told, were ot werely
local, they could be solved by a standard and universal practice. Objectives
devcloped, say, in Rochester and- computer-aceessed in Los Angeles could be
effectively applicgl jig Lometa and Kent and Orlando. Materials developed in
Cambndgc or San Francisco could be uscd as effectively and without adaptation
‘in Atlanta and Ozona and Provo. Standard curriculum decisions were the
victors. But victory was hollow. The standard curnt:ulum dccmom were adoptcd
in policy and abandoned in prachcc

Now, with the nceessity of local curriculum work ]cgntmmtcd ‘we qtlll have
- our local problems. We also are beset by other and ficrce realizations. Two merit
our public acknowledgmeitt if for no other reason than that they arc implicitly
assumu] by this Yearbook Committee. And these two arc not lightly dismissed.

One is the awareness that school f1cu|t1c< are susplcm'us of anyone bearyng
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curriculum gifts—proposals for change. This uncasiness is-casy to undu\\‘md
Teachers endured the recent curriculum.reform era orhave heard the war stories
of the .old-timers in countless faculty lounges. SMSG or AAAS Scicnce or
structural linguistics o the New Social Studies. Inquiry learping and mastery
learning. Modules and packages. And vears of missed time for teaching or ™,
reading or planning consuined in mectings to list and assemible compendia of
objectives—now forgotten. Also, teachers now have agendas for themselves. .

A sccond realization is that agany curriculum leaders truly do ot
understand  the processes or possess ®kills necessars for local curriculum
development. We have largely accepted the thetoric and practices of industrial
management and have not jnherited the rich experience of our predecessors in -
curriculuni development. In fact, too many of us do not distinguish decision
making about curriculum matters from curriculunt develepment. We need
help. We need more and different help with concepts and understanding. We
also need to foeus on our own behaviors as helpers as well as managers.

This* Yearbook constitutes one tangible resource for us in these circum-

‘ stances. It is not a handbook.of ready solutions and lists of tools. 1t i one major
resource offered by our Association. And it should be useful go many.

Assertedly practical, this Yearbook emphasizes technical solutions to local
problems. 1t acknowledges other philosophic positions, but it admits and
consistently advocates processes in the positivist tradition. it does not include.
evervthing, cven as much as some of us need. Its choices have been caleulated. Tt
comhtutcs a thoughtful explication of conventional curriculum making.

I am pleased to invite reflective attention to this Yearbook. Much of it I find
comfortable and, thus, I can think casily with and away from the conéepts and
positions.. Several of the authors arc close professional colleagues, ones from

-+ whom | have continued to lcarn throughout my carecr and ones with w hom ]
have profited from conversation and, occasionally, sharp dissent and ngorous
debate. Other authors are new acquaintances whose ideas I expect to enjoy as we
cngage in dialogue. But reading and studying come before sharing in discus-

“sion—uwith the authors themselves—and with local colleagues. ‘The Yearbook
can beceme for many of us another setting for cngagements of our minds and
c\plomhon for improvement of school programs for children and youth.

L also invite critique and commentary of this Ycarbook. Not every hook is so
honored. Indeed, many are not taken thoughtfully, even if seriously.. This

- Yearbook's ideas merit lively exchange. ’ °

. Preparation of an ASCD Ycarbook is not a short-fime activity hastily

- completed. Like its predecessors in this distinguished scrics, this Ycarbook

represents several years work by commiitted, knewledgeable curriculam workers,
It is not the book that any one of them would have written. It is the result of
intensc intcractions, mmdful considerations, and reasonable compromises. 1’

7€ Nave the privilege-on behalf of all ASED members oftflankl,ng Fenwick I ng]nh

- editor, and his collaboratoys for thcnr labors and their product .

L " .. 0.L. Davs, Jr.

bna
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very ficld of human endeavor has its recurring problenis, issues, and |
decisions. Curriculum development and curricylum as a field of study are
1o exception.
This Yearbook was commlssmncd by ASCD to provide a readable, usable,
‘ zmd practical summary of the most co!.imonJ\ apphu] eleinents ‘of cumculum
development on the conteniporary scele. .
* Each chapter presents a perspective of that-tepic or ar 4, highlights the most
.important contributions, and comments on those contr:p)uhom f continhing
worth.

Authors were cncouragcd to present flicir views: of solutions to- pro])lcms :
along with the major refererices that a pcrq: a in the epniculum field should be

familiar with in order to practice his or her craft.

The Yearbook is not exhaustive. It is hoped that it is broad, mm]\tlc. and
reflective. At the outset the 1983 ASCD Ycarbook Committeeprejeeted the idea
of a “cookbook™ as being unworthy of scrious use by cither practitioners or
scholars. Rather, the chapters arc-grouped into two pats. The first seven chapters

cal with activitics the chrriculum practitioner would undertake to get ready to
develop currlculum The sccond group “of chapters deals dircetly with imple-
mentation.

The Yearbook Commlttcc was composcd of ught professors, all of whom
have written about and theught deeply about curriculum matters, some for more
than four decades. The remainder of the Committee comprised a varicty of
* practitioncrs with much experience in the curriculurt ficld, including a past
ASCD President.

~ Curriculum dcxclopmcnt and thought continue to be controversial. The

- lack of a definitive basc ini theory is a major-barricr to improving practice. The

Commiittee. approached the task ‘respectfully, without rancor, but not without
firm OPII'IIOI'IS grounded in their own experience and practice.. -

. We view the final product as a compilation, a distillation of contemporary

thpugh‘t, and as a place from which to begin other cfforts that will go cven

A FulToxt Provided by ERIC
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further To this end we offer the 1983 Yearbook to the members of the
Association and to all who are committed to improving the craft of curriculum
development in schools and other educational scttiugs.

- - «
ﬁ?& . B - 3 - . .
W . IPenwick W, -lNGLISH -
. : . Chairperson and iditor
. ' + 1983 ASCD Yearbdok -
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Chapter1 .
Contemporary- AR
- Curdiculum . . L
Clrcumstan@es o

Fenwnr‘kw Engllsh S ; o C

o

Sy . ) . Loe

J
oday’s curriculurin practice is pcculmr to.our times and, in 3ome ways,

um\(,rsal to any time. Even curriculum eveits that dp])(.‘dl' unique to our

“timnes will be viey vcd by some as cvcles of recurring resbonses to iterative -
oo challenges. The. purpost. of this chapter is to provide a fmmc“ork for examining s
Y circamstances in whith contcmpomr) curriculum practice is (.dl'l'l(.(] oninthe N

a

schools. . .
.4 . . . . .
Currictlum practice may be viewed as involving issues that are,
® ideological

T 3

® teclmical  »

° opcrahonal : s ‘ ,

ldcolognc‘l] curriculum problems ¢enter on a discussion of values and the” R
sckctxon of values fromr a socn()pohhcdl puspcchvc T'echnical “issues largely .

- center on design questions. Obviously, design issues have _ideological roots.
Operatfonal issucs are essentially deliver v/nmmgumnt issucs. However, what i s
~delivered in the way of curriculum also reflects one’s view of what “should be™ in : A
a currieulum (a value question), and how it should be implemented” to fulfill
its purposc a design® matter). . S '
~ Fach of these three - broad &ypes “of issues has both a pmctncdl and a
* theoretical dimensiof. igurc | infdicates the issues and these dimensioris in

[

schematic forbp. . e )
s . o - L ) o :,.f;:;_ - L
What is a Curriculum? .
Perhaps the first question to addréss is “whagis a curriculuin?” When does a 2
person know that he or she has a curriculum? Docs a curriculum exist when a Hoes

" school district produces a curriculum guide or scopc and sequence chart? Some «
would aver that the'presence or absence of a curriculunr guide has nothmg to'do
¢ * with whether or not onc has a curriculum. Some view thes“curriculum” as®  © 5
o simply:the total of thc experiences a studcnt may have'ina scho“c)l Others would '
, say that a curriculum c\lsts only. whcn it conta&s a scnu of essential rcfe,:lcc

Q;%%i

S he . .. - e



FUNDAM!&NXAL CURRICULUM DECISIONS ’

o Figure 1. Issues and Dimensions of Contemporary Cursicular
Circumstances

L N B

e, A Ideological " Technical Operational
T (concerned with values  (concerned. (concerned with
SRR ’ and selection of values) ‘'with | delivery and

‘ design) management) .

Theoretical . A , B . . C

Id

Practical - D - E . F .
1 - e .
o \ » . : )
about content and how that contcnhl“‘to be addressed in a mencd \\phut
. waw!

The point of viéw, developed here is that a curnculum comes into being
when school people: adopt a set of recurring responses to a set of recuiringg
circamstances in schools. Wh%n it becomes necessary for political, instructional,
social; or managerial reasons to commit those responses to paper for whatever
rcason, the curriculum bécomes a document. All that has accuirred is a move
from an implicit response to an explicit statement. Fhe pressures to develop N
cxplicit statcmults about -organizational behavior, whether in sch()ols or othcr
instititions, come from three gencric sources: :

S

® sclection (choice of values creating prioritics) . ! . i
@ scarcity of resources . . . : ‘ Lt
'@ rules! . C . e
. N Y
| ia . . . e D
. . Choice of Values
S | A NP
, -
- Orgamzatlons must be sclcctn'c about their agtnmcs Without a focus it ERE
‘ becomes impossible to cluster resources. to accomplish anvthing. This fact of life }
e requires decisions about what is most lmporhnt to include in a seope of work anq o
R Detisions about bounidaries, are pohtlcal sacial,-and cconomic. They are
culturally embedded and rarcly value free. ‘Prioritics reflect values and choices.

about values.. Even a decisiop not to sdcct a valuc isa dcusnon an(] represents i
valuc.

At the present “time thcrc is consldcmblc discussion about the. values

. selected to be ineschool eurricala. Some critics maintaiiy that curriculum .

- developers have bech too acquicscent about aceepting values that merely reflect. S

the dominant sclass structure. Viewed in political tenms, if this is, true, the.

curriculum is a form of dppression and control. 2 These erities have forced-a re-

what to Z:hmmatc It requires a boundary, | °. . o ‘|
J ‘
|

e

* * - ' t -t te
; \ » L ..
o ‘Frank L. Steeves and Fenwick W. English, “"Curntculum Fvaloation.” in Suumelurv .
Lo Curriciflum for a Changing World (Columbus: Charles . Merrill, 1978). pp. 293-518,
,\' © 2Michael W, Apple, “The Hidden Curriculum and the Nature of Conflict.” in Curriculum

o= Theorizing, ed. W. Pinar (Berkeley: McCutehan, 1975, pp. 95=119. . .

A FullToxt Provided by ERIC .
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exdmination’ of the question of which values gre conscionsly or unconsciously

scleeted l)c part of school curriculum.

scarcity of Resources  ~ v+ .- e

A Few human organizations have unlimited resources.  Limitations of staff,
7 time, and physical materials foree orgahiizations to cluster and sclect activities
~ that will lead to maximization of outconies, or at least to the accomplishment of
as much as possible. ' )

. The curriculum not only represents a sele ctl()n of \alucs but a conscious ‘
cffort to.cffectively use school, staff, and student time. In short, schogls need to N
sclect among competing (or possible) things to "do. Schools-must then bring to o '
bear their resources to ensure that those things legitimized in the curricutum dlC ‘

|

\

. attained (or at least c‘ffort is made to attain them). -
t 4 . . ' -‘:
Rules- R - . P
s -~ SR

Sil‘lcc most human organizations exist within a s()uct\ that must cither
distribute its resources or allow competition for them, almost all have had to -
rcs()rt to somc regulation or ()rganuntl()lml activity. Schools l'm\c lmt()nm Iy »
“been regulated by state legislatures and local boards of education and morce
recently by federal law and the federal courts. .

' S\\Ccpmg rules or complex regulation require plannmg \\ hena l’l 04-142
aequirgs placinig chijdren “in the least restrictive, environmeny’ "and (lucl()pmg |
an individualized cducational plan (IFP), this hds an impact on curriculum . |
development. The presence of regulation can be a dynantic force for the’ |

.+ development of an explicit plan; that is, a curticulum, - |
L A curriculuii is the name educators have gncn to an cxplicit plan or E

document in response to one or more of the three generie situations confronting -
+ all human organizations in morc or less advanced curtures. The moretechnolog-
et dcally adyaneed thc culture,_the more explicit the curriculum or (lucummt tends

w

=t e

to l)cu)mc N “

-

* The Contemporary Issues ' . - .

" The Idcological Issueg - - : : T

: An ideology i$ a “svstematic body <)fu)nccpts dl)()llt human life or cutture,”’
- or “a manncr.or the content of thinking characteristic of an individual, gr()up or
N culture.” It s also “the mtcgrat“é(l (mcrhons theorics, and aims that constitutc a
sociopolitical program.’ ' )

For many decades cnmcu-lum dey 'clupmcnt as an cmbodiment: ()fa(lmnm- - -
trative scicnce appllcd to qchoolmg, held that the tenets of its bam C\lstcmc o ]

N o

N
{

s

. . L
- Webster's Seventh \'ew Collcnmtc thonarv {Springficid, \Inss G. and C. Mcrrmm l‘) I)
- p. 413, ‘ . ' P IR

wll Toxt Provided by ERIC
+ FN
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were or should be couched with *natural |)hc'n(5mcnn and their propertics and
relations as verified by the empirical sciences,™ . ,
Beginning with the semindl work of Franklin Boblntt *a long lin¢ of
curriculum thinkers such as W. W. Charters.® Harold Rugg,” Ralplt "I'vler
B. O. Smith,” and George Beauchamp! outlined the prevailing ideology ()f
thmkm;, about curriculum. The tradition ofthmkmg about curviculum has l)ccn
called positivism, g '
Positivism is, a theory that thcolog\ and me taphysics were earlier and
imperfect” nrodes ‘of knowlddge, The“best™ knowledse was that whicl was

~

verifiable and quantifiable. The development of our current kmguage basc
regarding curriculum devélopment can be largely attributed to the assumptions
of logical. positivism. What was “real” was that which was capable of being
‘demonstrated, evaluated, and related to the ends of schooling, which had'to be
{tand were) nm’rcprcclsel\ stated- -thap.ever before. A practitioner groundcd in the
ideology of |)osm\ ism was faced with the problem of translation and of knowing
the proper “mix™ of variables from which to derive the best results under sets of
varvifeg' circumstances in the schools. -

A bricf picture of the tenets of logical positivism applied to curriculun

(lc\dopmcnt mlght be these- -assumptions:

® Oné mu~.t deal with facts and f;ltts are objective

© Means.and ends ein be .scpdmtul and clearly cast ,

® Curriculum is a means to specified ends (schooling.outcomes) ~ +

+ @ Solutions in schools (of which the curriculun is one) shoul(l be selected

on empirical data and be verihied on how well a desired set of results are attaimed

® A logicalzand rational curriculum was one that was dcslgncu to attain
specified ends-and could be evaluated as an cffective tool as such,, The
curriculum is a causal agent, a planned lntcr\umon i what might be an
othcr\\'lsc haphazargd proccss

The challenge to logical positivism has taken three fonms as theoretical
positions. Kirst. positivism has been criticized as embodying a sctof \dluu that

- are as subjective and imperfect as those it sought to replace.

“

When we examine those émpirieal theories that have been advanced, we discover
again and again they are not value-neutral. but geflect deep ideological biases and seeret
controversial value positions. It is dficion to think that we can neatly distinguish the

*llud P66 Y o
Franklin Bobbitt, The Curriculum (Boston: Houghton Mifflin, 1915)..
W, W, Charters, Curriculum Construction (New York: Macmillan, 1923
* “Harold Rugg. The Foundations and Techniquie of Curriculum Construction. 26th Yearbook of

the National Socicty for tlu Study o Lelumhun Parts 1 and 11 (Blopmington, III I’uj)lu. Schools ™

Publishing Company, 1927

*Ralph W', 'Fyler. Bam I_’rmuplas o/ Curricultnn and Instruction ((,lm.lgn Um\usﬂ\ ot
Chicago Press. 1930), ‘

“B. Othanicl Smith, W |ll|.1m () Stanley, .mg §. Hattan Shores. I ‘undamentuls of Curriculum
Devulopmenl tYoukers-on-IHudson: World Book Company, 1957).

"'(_,corgc A Bc.mchampt(,urnculum Theory (Wilmette, HL.: The l\agg Press. 1975).
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« ) :
descriptive from the evaluative conpments of these theories, for tacit evaluations are built.

* into their very. framework

L4

, Mcthod:”" pp. 70-83.

PR A 7o provided vy eric [

. Second, there g.r,c,,é)tl]cr ways of “knowing” that are not as quzlniiﬁul)lc as
some current notions of “good research” would dictate, As an alternative to the _ A
derivation of cmpirical theories and the ‘customary  deve]opmient: of incar '
hypatheses to be tested, the critics of positivism offer the scholarly tradition of
phenomenology. R : A w .

Phenomenology is based on the assumption that all “codified knowledge,” including ‘
that which comprises s@ence, is derived from and contingent on a prior level-or realm =
that is preconceptual or pre-ideational in nature. This is the fundamental substratum of ‘
knowledge)and gaining access to and deseribing this layer is the proper objéetive of “pure |
science.™ % o o ‘

- . . .

The scarch fora_“purer form” of knowledge than that found in logical |
nositivism has led currictibum thinkers into séveral Eutropean school§ of thought, |
among them the works ofJurgen Habermas, a collcague of "Horkheimer, |
Adorno, and Marcuse at the M}r.\‘i,st Frankfurt School. Habernas proposes to |
discover a “theory,of verifiable norms™ not sanctioned on the legitimacy of the |
state; but upon a universal morality in which one form lies in undistorted:
discussion and consensus. This scarch for “universal pragmatics™ lies in probing
the common aspects of human speech, comprehensibility, truth, truthfulness,
and rightness.'* These nonns in turn are “like true sentences; they are neither
facts nor valucs,"'* , . ,

. While some of the critics have chosen to attack the dominant positivistic /
ideology in the curriculum ficld apd its accepted version exemplified by the
Tyler Rationale, 1516 they ccase to have much unity in picscribing a methodolo-
gy inwhich the tenets of phenomenology could be utilized as a practical
scholarly substitute in fescarch, nor in the preparation of curriculum personnel
who work in the schools. ' L ce

Philip Jackson candidly pointed out that the proposed alternative approachs
advanced by some of the contemporary ideological crities contained a paradox:

Onie of the things that troubles me most is that some extreme advocates of tlie
antiscientific or anticmpirical position continue to make claims about cducational mattérs
whose truth valie could only be' established, it scems to me, by using the methodolfgy

UR. ]. Bemstein, The Restructuring of Sacial and Political Theory (New York: Harcourt BracC,
Jovanovich, 1976), cited by William P. Foster. “Administration and the Crisis of Legitiacy: A

. Review of Habermasia® Thought.” Harvard Educational Review 50, + (1980): 496-505. :

2\William Pinar, “Search for a Mecthod,” in Curriculum Theorizing. pp. +15-426.

SJurgen Habermas, Communication'and the Evolution of Society tran§il’. McCarl

Beacon, 1979). o . ) )
<Hurgen Habermas, Legitimation Crisis.traas. . MeCarthy (Boston: Beacon, 197p), cited 'bhy/

Foster, “Administration,” p. 503. ) . ; i

SHerbert M. Klicbard, “Reappraisal: fl\m Tyler Rationale,” in W. Pinar, “Scarch for a

A (Boston: ",

t6“ls the ‘Tyler Rationale a Suitable Basis for Cli}rcnt Curricyium Development?” /\S‘C’D
Update 22,6 (Dccci‘nb'c( 1980).. -

. e
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bemg repected. . Enprical chimiy demand (.lllplrl(..l] support. If the latter cannot be
provided, the former should 1iot be nde.!

‘The third challenge to positivism assumes that the curriculun is an agent of
social control and that curriculum development is an inhierently political activity
in this respeet. From this perspeetive and through the lenses of soctalistic and
Marxist ideology the: functions of schooling have been erfticized. One socialist
eritic dhserved: “The historical record of the thetoric of public school leaders is
an embarrassing testimony to this limitless capacity for self-deception. ™

"Broadly stated.” the anti-positivistic critics hold that its traditions Junve
distorted the real purpose of schools, which ought to be enncipatory but have
instead focused on control issues in curriculuin, In turn, that control has and is
aimed at maintaining the existing class structure in the United States, which
protects its privileges ind, despite its rhetorie to the contrary, does not intend to
liberate those persons who oceupy the bottom rungs in our socicty,

Thus in examining two “curricular documents produced by the National
lnstitute of Fducation_regaidling current issues, problems, and concerns in
curticufum  deyelopiment,™ NMichael Apple averred that their shorteoniings
revolved dround the fact that rescarch supported by NIE was, in bulk,
“empirically, and especially coneeptually, unsophisticated,” and the Lack of any
attention to the linkages between curricular decisions and compromisesand the

- existing social and cconomic institutions and idcologics. Apple fodt that the
reports drew attention away from:

. the actual exercise of power and the mmplc\ relationships that exist between
5ch(mls and the class and cconomic structure in which they exist. This is not an
mnconscquential point. We are I)cgmmng to understand more clearly how cnltiral and
cconomic apparatuses are linked in such a way thit cultural and educational institutions
act as neans in the social reproduation of an anequal society R

Another widely quoted picee of research on school effectiveness. the book
Fifteen Thousand Hours by Michgel Rutter and athers, = was criticized because
the researcher (Rutter) “cannot grasp the school as a cultural svstem. . . . insofar
as the problem is approuached. the complex task of analyzing social and historical
processes is collapsed into picking and  choosing from a shopping list of
variables. =2 - ‘

Rutter’s positividt conceptualization muakes it ,inu)o.\\ihlév"fi)’r"h‘im to indenstand the

-

) CPhdip W Jackson, “Currlcnlum and s Discontents,” (}urm-nlmn Theueme 10:2, Nnunncr
1950 159-171. .
“William A, Profnedt, "Snu.xlm Criticisms of Fducation in Hu United States. Problems and
Posgibilities,™ Harvard Lducation Review 50, 4 (November 1950 465-450), .
WNatonal lustitute of Fdnewtion, Current Issues, Problems, and Conecermns in Curricudum
Development, 1976, and N, 1, L;, s Role in Curriculum Development, l‘)
*Nichael W, Apple. “Politles and National (,nrmulum» Policy,™ C urrivulum Im[um' T4
(Winter 19771 355361, © ~ + » ‘.
*\fichacl Rutter, Barbura Maughan, Peter Mortunore, Janet Ouston,, and \l.m Smith, Fifteen
Thousand Hours tC.lmbrulgc Harvard University Press, 1979,
+Dean \shcmlul “To the Fditors,” Harvard Educational Review 50:4(November [951): 53%-
360). ' * N :
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school as a political system, and prevents him from tracing its complex relations with the
political and cultural system beyond. +*

‘e

The cntac then states,

. we should hchw working-clugs sehools find ways of turning around .md confront
the task Hmt has heen set for them. Whatever the new answer to the old question, “What
is good schooling for working:class p -()Blc’ "—it won't fook like thc kind of schooling that
Rutter cnd()rscs. and it won't be foynd in his way of looking.™

One of the areas of greatesf ferment entering the decade is the theoretical/
klcological arcna. According to the critics. the expressed dissatisfaction with
Pt’e\ tous approaches to thinkingg )out curricwlum issues can be sunmarized by
saying they. were:

® too simple; overly conderned with rational, unpmc‘ll approaclies that

“were quite arbitrary and fqlsd " seientific in that they pretended to be devoid of
values when the “scientific™ approach is a value position itself +

® excessively linear and ofe- -dimensional, forcing what could be viewed as

o mulfidithensional process intera rigid mold of means-ends contrasts
o rcmforu:mmts to a poh lcal and socml system th‘lt dou not d])])(‘dl’ to bc

.-
anothc

Practical/Theoretical Issues

A common approach to {the selection of values used in- curriculum .
development has been that of jnceds assessment. Kaufan's chaptcr i thig
Yearbook provitles a more (lctm cd and- extensive review of this process as the
basis for the sclection of values from which a curriculum is constructed.

“Needs assessment is an empirical process which is carried out to determine
what goals should be addressed by a project or an organization. ™ While needs
assessmient is emploved within a clilture, it can be used-to question the values of
that culture and those sclected to b cmplmwcd in schools dufnmn has called
this type of radical point of departjre an “Alpha needs assessment™

P '

Alniost ‘In\thmg may be chdngcd dnd guestioned, there are no “sacred cows,” even
faws can be added. deleted, wodified, drganizations may l)c challenged, disasseinbiled,
rebuilt, or climinated. = - -

. The Alpha assessment involes Y scarch for an extermal referent to help
decide what values té sclect for schools and for curriculum. Kaufinan and

°

- . L
v " . 4 R ~
° 13
. . )
o
3hid, . ) : .
- bid. C . ' *
“Walter Dick, “lustructional Design Models: Future Trerids and lssues,™ Educational

“Tecknology 21, T (July 19811 30. ;
. -"Rogcr '\ l\.mfnmn *Loward a Taxonomy of \u(ls Assessments,” Instructional Systems
. The Florida State University, No. 1, Tallahassee, Florida, March 25, 1977,
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others™ have suggested that this referent be the “value added™ to u society as the

result of the efforts of schools. Thgs"value added” rcfcrcnl would consist of
constructing for the learner as a clicut of the system an “independent survival

point” a§ a socictal participant after the schooling process has formally ended.
Macdonald indicates that there are at least three positions regarding values
that ean be taken and will influence what valiies are subscquently included in a
curriculum: "It makes a considerable difference in curriculum deeisions whether
one is a behaviorist, a gestaltist, a ps\chomml\ st, or & third feree psyehologist
(sclf-rcaluatlon) These are value positions that affect curriculum thinking, ">
X alue positions lead to approaches to curriculum development that- are
centcrul in control, conscnsus. or emancipation. The results arga model of

curriculum that is either hascd on expertise, consensus, or a dialogical prouss :

The latter model is based on the work of Paulo Freire inSouth Amcrica. ™

The selection of values s goals in arcurriculum § is influenced I)\ What the
educator wants to accomplish and what he or she believes the curriculum is. For
example, if an educator wants to develop a curriculum by consensus and believes
that it consists of identifying the content-independent cognitive skills applicable
to a varicty of situations, then an approach to developing a curriculum will
consist of organizing a committee of colleagues (as opposed to identifving some

" experts) and listing those skills that appear to be independent of any particular

content arca; These will then be provided to the instructional staff to teach.

- Any a priori position regarding an approach to curriculuin thinking that

would not include an analysis of the value positions selected irrespective of th

approach would be classificd in Kaufiman'’s terins as a *Beta assessment. ™ The
“Beta assessient” begins with a sct of assumptions or at least an outlook that
would preclude some outlooks, assumptions, or values to be sclected at the

- outset, In this respect they become jdeologies because as models, approachcs or-

o

constructs they cannot be challenged.

The discussion so far regarding cells A and. D inuFigure 1 has centered on a
theorgtical and practical approach to (Icallng{mth ideologies in conterporary
curncul‘yclrcumstanccs Much of the cnticism of traditional curriculum
thinkifg has challenged its theoretical underpinnings as idcological. Some
engagingin this debate have been called rcconccptu‘lhsts thougli that name
does not include all of them by any means.® -

Some practical “approaches to qucstioning the initial value position or

“Rugcr Kaufinan, Robert Comgan and l)()n Johmson, *Toward Fducational Responsiveness
to Society’s Needs. A Tentative Utility Model.” Journal of Socio-Economic Planning Sciences,
—\ugust 1969,

-James B. Macdonald; “Curriculum and Human Interests,” in Curriculum Theorjzing. pp.
283-298. .

WPatlo Freire, Pedagogy of the Oppressed (New Yorl\ Scabury, 1970).

MRdger A. Kaufman and Fenwick W. English, “Conducting the Beta Needs Assessment.”
Needs Assessment: Concept and Application {Faglewood Cliffs, N.J.: Fducational lulmulog_\'
Publications. 1979y, pp. 221-240~ T

“Flliot W. Fisuer and l"h/.ll)dh A, Vallance, Conflicting Conceptions of Curriculum
Berkeley: McCut(.lmn. 1974). . . .

“Willian Pinar. "Reply to my Crmcs Curriculum Inguiry 10.2 (Summer: 19801 199-206.

[
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construets would challenge an l(lu)logwdl position taken, but could not be
classified as a theorctical position. I cxample, Kaufian's uceds assessmient
~approach is not a theory but.a procedure for deating with an ideological position
+as contained in his idea of the “Alpha assessment, "3435 .
IFrom this discussio it ought to be clear that those thinking and acting on
curriculum matters in schools begin the process from varving points of view.
Some appear content to eiigage i ‘thinking about - hew people think about
-curriculum. Others appear not 'to be interested in their initial assumptions so
much as in how to implement their particular approach. Different positions or
assumptions will take the curriculum thinker and developer down different
roads. “Fhe purpose of this initial scetion regarding ideologies and tllc()r\ fpractice .
. has been to highlight some of these p(mlts of view,

The Technical Issues  ° ’

. "Fechnical issues in the curriculumn field are those coneerned with? design.
Theoretical issues that refate to technical matters are concerned with what theory
to select from which to derive a plan or design for the curriculym, Practical
references are those concerned with some orderly approach to curriculum design
without a full consideration of alternative theories from whicl fo select a design.

Beauchamp has defined the full range of theoretical considerations by
indicating that. “The subject matter of curriculum theory may be the events ~ - -
associated with decisions about a currigulum, the use of a curriculum, the
dcwlopmcntof.u.urncullnn ulrnculmn(lcslgn curriculiim evaluation, and so
forth, ™30 '

Gold sketches out an approach to designing a curriculum for instructional
purposes by using Pascual-Leone's neo-Piagetian theory of intellectual develop-
ment.?” This theory begins with a model representing the basic unit of what is .
considered knowledge as a scheme. A scheme represents facts or states, operations
or transformations of other facts or states. or may specify a scries of operations.
 The Pascual-Leone theory also develops tenets regarding, an individual's*

Cintellectual development. From a study of thiese ténets various principles of - .
design are formulated. For example, the first principle is to “precede instruction- '
al design with a step-by-step description of both the correet strategy to be taugllt

S and incorrect strategics that-children may apply to the task spontancously. ™

Flluc prmmplu would; l)c of assistance to the cumclllum developer as various

é
S Roger Kaufinan and Robert /G Stakenas, “Needs '\sscssmum and Holistic Planning,”
@ - Educational Leadership 35,5 (\ld} 1981 612-617.
Ly “Daniel L. Stufflcheans, "Waorking Paper on Needd Assessment in [\dllldll()ll Unpublished
paper, AERA Fvaluation Conference, Saw Francisco. September 23, 1977, .
(eorge A. Buumlmmp Curriculum Theory (Wilmette, Hl.: Kagg, 1975), p. 5%, '
“Allan P. Gold. lulm()lug\ of Instruction Based on Dt\Ll()menml Psychology.™
Educational Technology 21.7 July 19511°6-13. o
“ibid, Sce J. Pascual- LL()HL *A “Ihcory of Counstructive Operators, a \u) Piagetian’ Model of
s C_.c)nser\dhon. and thig Problem of | lun/()nml l)u.dldgu. tUnpublished manuseript. \nrl\ Uhiiversi-
19' : . N s
: .o o . * . _,‘___‘__i
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sequences af mistriiction cdine to be specified m the body of the curriculun
being developed.
When curriculum design issues are fiot related to some other thu)r\ sudl as
Pascual-Leone’s or Plaget’s, then the prineiples of design may be derived from

. considerations of yarious types of operationial procedures that could be' em-

ploved. For example, Pratt™ uses Hall's* text on systems enginecring to indicate
\\lmt the key elements of a design are, From this |)crsputl\c a design:

® focuses attention on goals

® incrcases the probability of success

® cconomizes time and cffort

o facilitates communication and goordination

® rcduces stress, o

Beauchamp spccnhcs two fund‘uncnt‘ll (lunumons of curriculum design:

The frsthas to do with the total substance, the cluncnts. and-the arrangement of the

document. We nmay spc‘ll\ of thse as the contents of a curricalun in the same sense that +-

we use a table of contents in a book to specify the titles of the various chapters, The second
is the mode of organization of the varions parts of a curriculum, particularly the culture
content. Both, of these dimensions urcgmscnbc subordinate parts. '

MeNeil®? offers o similar vision of curriculum design by speaking of an
organizational design in general as containing “a statement of the relationships
A10Ng purposces (functlons domains, goals, or objectives); org: miizing structures
(subjects, courses. topics, ctc, ) organizing clements (skills.. values, coneepts,
cte.); specific leaming opportunitics or activities: and the principles to be
followed in order that learning opportunitics lm\c a cumulative effeet (simple to
complex, cte. )™

We have examined cells B and E indigure 1. ”l(.‘ truul has been for design

“issues to be not very well linked to specifie theories of cognition or leaming, if at

all. This is not to say that design matters have not been rescarclied or fested. 1t
docs mean that; in general, curriculmi design has been influcnced by ]()gl(.“ll
plans of which individual parts may have been rescarched,. but which Fave not
been generally derived froni a larger theoretiedl base. .

L

" Operational Issues

——

.Operational issucs in curriculum are delivery issues and these tend to be
concerned with management and control=The functions of nmlmgununt are:
® dcfining objectives/selecting a mission,

“David Pratt. Curriculum: Design and Du\elupnwnt (New \nrl\ II.lrumrf Brace Jovanovich,
1950y,

*Arthur D ”d”. A \lethodulr;g\' for S\atenza Engineering (\u\ York: Van .\mtraml 19621,
ated by Pratt, 1bid, p. 9. .

“Beauchamp, Curriculum Theory. p. 102

+Johin D. MceNeil, Curriculum: A C()rrlprellc'rzsl\e Introduction {Bogtony l ittle Brown, 1977,

Hibid., pp. 168-169,
], ., Block. cd.. Mastery Learning {New \orl\ Holt, Rinchart and W msmu 197h.

‘A
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® cisuring o conyisteit and reliable expenditure of resonrees to attain the
" mission tobjectives) ‘
® utilization of feedback from evihation to make dd]ustmcnts in 1tission
; s¢lection or resource flow, S
e . ‘The curricuum is a basie management tool because it mcludcs oOr requires
* objectives (is mission dependent), is a method for scheduling or configuring
resources (people, time, materials), and acts as a mechanism to monitor/direct/
evaluate teachier 'gcrform‘mw dgainst ity stated purposc/objectives. Tn this respect
it is an agent Of quality control by requiring conformance to its design
spcuhcatwus however stated or implied.
English and Stef™ have noted a comparison of corporate policy develop-
‘ mcnl and tactics to the: proéess of curriculum devélopment in the schools:

The curriculunm is a management tool of strategic importance because it is 4 response
to a wmission statement for the entire svsteny, it implenrents palicies adopted by boards of
education,, and -1t senves to ensure the public and the lm‘lrcl of consisteney i the
. uuplcmcnt itton of the averall policies of the district as they are translatedsinto tL.lLlung
Tt activities and pupil outeomes. It does this by foreing the systen’s resourees to fow in
spLuﬁLd directions. ™

- English and Steffy aver that enrricuhum s hoth tactics (the delincation of a
specific curricnlum for a separate program, a sehool, or a specific instnictional
station) and strategy (the development of master poliey). Curriculum iy botls
tactics amd strategy, “how onc looks at it is not as much a matter of taste or
philosophy. as a matter of the organizational level at which the currientun issues

are being considered. ™ l‘lgurc 2 scparates currienfum development in a
management sense between strategy and tactics. . .

JAnother major management issue concerned with curriculum is how
content is selected and organized. This can be approached cither theoreticatly or

delincated in Figure 3.
The first approaches to sclecting and org(lm/mgm(mtcnt are those that are
independent of the earner. Such approaches present a mtl()ndlc for sclcctmg the

approach is perhaps best exemplified in the work of Philip Phenix. * Another
approacli not dependent on the learner is that deseribed by Schwab when he
proposed that the inherent structure of the discipline or content itself forms the

oo . :
i v-,‘g FFenwick W, Lngh\h jagement Practice as a Koy to Curriculum lLd(lLl‘\‘ll]) Fduca-
4 tional Léadership 36.6 (Mardhy l‘) ropp. HIS-+13.
sofenwick W, English, Quidlity Control i Curriculum Development tArlington, Va: Siveri-
L can Assoctation of School Administrators, 197851 62 pp.
Fenwick W. English and Betty F. Steffy, “Curriculunt as 1 StthmL \anngLm Tool”
Lducational Leadership 39.+ (]d?mdr\ 1952F 276-278. -
»1bid. :
+]bid.
sophilip . Pheini. -Realms of Meunings (New York: MceGraw- lhll 196+,

nowlcdge. ted.'S. FLmlUChlLago Rand MeNally, 1964, pp. 4-+43,

a0

practically by adding three perspeetives to Cells C and ¥ in Figure 1. These ar¢
disciplines to be studied and determining the proper “mix™ between them, Fhis -

basc for sclecting and orgdm/mg curriculum content.?t A pmchml lmm for-

“oseph )., Schwab, nblems, ‘Topics. and Issues.” in <Education and the Structurc of
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© Figure 2. Curriculum Developmient Continuum

- : Strategy | ' Tactic
~ Scope : Systemwide, all levels ~ Program, schbol, or
: ) classroom specific -
~ Specificity Low level of detail -~ Higherlevel of detail
Delineation of =~ Broad or nonexistent Embedded and more
Instructional S specific, closer to‘the
Methods - . classroom
Organization, = Highest levels of man-  Much lower level, build- _
Location of agement/policy . "~ ing, classroom
Decisicn g N .
‘Risk Involved High risk, more uncer- Lower risk, much less
tainty uncertainty
Assessment . Broadly |nd|cated as a Specifically delineated by
requirement upon which  obiective,.type, expected
to make decisions and standards of achieve- ’
‘re-examine policy ment for groups of stu-
dents
Consideration of : ~ -
Alternatives ._Broad, conceptual Narrow, operational

ordering cupriculum is. the use. of chronological order in teaching history.

The sccond approach to qdcchng and ordering curriculum conteit is to
“ht” the content to the learners.* 'The idea is to break curriculum. eontént into
manageable picces, following any implicit pattern inherent in the content area
and niatching it to the leamer’s patterns. When a pattern is taught to a leamner $o
as to facilitate the acquisition of content. the principle of “scaffolding™ has been

- followed. 33 The process of “hicrarchical analysis™ in design is also an attempt to-
" make content casicr to acquire by the learner. ™

Thosc approaches dependent on the learmer to organize curriculum content

are. based on schema theory®*:5057; that is, that learners possess nicthods or

structure to order content independent from the content per se of curriculum.

.t

“Robert M. Gagite and Leslie }. Bm,g,s Principles of Iustrudmnal Design «New York: Holt,

~Rinchart, and Wmston, 19791,

S, P Ausubel. Educational Psychology: A Cognitive View (New York: Holt, Rinchart, and

' Winston, [968)..

“Doris 1. Gow. "A Curricnlum Analysis of Indwidualized Scienee,” (Mouograph of the

‘;‘I.u;l_ming; Rescarch and l)L\Llu])lllult Ceuter, Univensity of Pittshurgh, 1977, 107 pp-

SR, C. Anderson, “Fhe Notion of Schemata and the Fducational 1) ntuprm i Schooling
and the Acquisition of Knowledge, eds, R, C. Auderson, R, J Spiro. and W, E. Montugne (New
Jersev: Brlbaum, 19775 pp. 415-431.

Wt Netsser, Cognition and Reality: I’nnuples and Implications of Cognitive Psvehology tSan
[rauusm Freaman, 19761

“Jean Piaget, “Gertesis and Structure in the Psvchology of Intelligence,” wm Six l’m'clmlm:iml

Studies. ed. D). Flkind tNew York: Random House, 1967). -,

2, .
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Fig'ure 3. Three Generic Approaches to Selecting. -
and Organizing Curriculum Content :

: _ Content Content " Learners

Selection and = Selection and Supply the
Organization .  Organization Order to
- - - NotDependent. Should “Fit” . Selectingthe” =
' on the L.earner _ the Learner - Content ‘

Theoretical | ® Order based @ Learning the- | ® Schema theory
: on rationale or oyS-R = e
sdlogical argu- | .- ' . °
.| ment/model ‘ ‘ C °
Practical " Qrder based ¢ Scaffolding | ® Use of algo-
.| onapparent. - | eHierarchical . | rithms or mod- | -
.o criterion such analysis els based on
as chronology, - schema theory
specificity . ’

[

, T hcsc structuru or “schema” must be accounted for in presenting content to be ‘
2. learned. A practical approach derived from this position is the use of algorithms s
or models of thml\mg as ways to «order content prior to its being. taught to

leamers. 3839 \

Other Operational lssues/Cumculum Allgnment

‘ \nothu operations arca af concern for tllmc working with cwrriculum-in
- the schools is how to improve learner achievement by changing the design of the
* " curriculum or by more closely aligning teaching content (time on task) to the
preseribed curriculum and the testing program. 0!

R - One proccdurc for aligning.the curriculum has been called * curnculum
L mapping. "> Mapping is a technigue for recording time on task data and then
' analyzing this data to determine the “fit” to the officiatly adopted curriculum and
“the assessment/testing program. Mapping proyides curriculum. planners. and

evaluators with the means to adjyst | the “At” dver time by providing a data basc..
that links teaching, testing, and curriculum development. Mapping is not

“ dependeént on any particular viewpoint 6f how the existing curriculum content

L. N L.md.l, Algorithmization in Learning and- Instruetion {Fnglewood Cliffs \i
Fducational ‘T'ehmology Publications, 197+, e
sWilliam Wi, “The Meaningful Organization-of Content: Research and Design Slmlcglu
Educational Technology 21,8 (August 1981% 7-11.
#Fred Niedenueyer and Stephen Yelon, “Los Angeles Aligns Instruction with Fssential Skills,” o
Edicational Leadership 38,8 (May 19813 618-620. L
: olFenwicksWeFnglish, Improving Currieulum \lunugcment in the Schools (Washington. D.C. ~
Council for Basic Education, 1980, 26 pp. . :
»2Fenwick W. Faglish, "Curricuhwnn Mapping.” Educational, Leadership 37,7 (April 1980): -
558-359, : . ) '
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e _ o was dcn\cd but is a momtormg tcchmqnt_ to determine tc‘lchmg t(l any sclected
o ,dcsngn 63 . ‘ . ’
T ¢ = v ~. o .
[ { R °
-, Conflict with the Co mmunm' i &

Conflict in opcmhonal settings between communitics dnd school curricu-
lum people rarely develops over theory disectly. More often than not it FCPICSCIS
a clash over the selection of specific content or a book in an instructional -
_program or séhool. library. , : : C
Conflict occurs when the \aluc oncnlahon ofa u)mnmmt\ or a sub-public
is not in harmony with the content of the eurriculum selected. ™ Rising problems
of censorship over hbmr\ hooks and textbooks in schools, the adoption of -
“seientific creationism, " And the rejection of so-called “humanistic™ curriculum
by some religious leaders of the Far Right, continue to punctuate scliool
problenis in curriculum at the operational level & .

- Classifying Conitemporary Curriculum Questions N
ying porary Curr ;

‘

f : " When Ralph Tvler asked the question, “What educational purposes should
'_thc school seck to attain?" he was posing a practicalfideological (Cell D in
" Figure I) quéstion, Tyler was sceking a resolution to the selection of possible
. valucs that should be embraced by formalized schooling. Purposes are statements 4
8f values. Values possess an idiomatic basc. The searcity of time rcqmrc. a,
“dccision in formalized schooling. ' . '

It is important to notc what Tvler did not ask. e-didn't begin by Jsl\mg
“How should educators think about purposes?” or even, “What are purposes?”
Hc began by assuming that: °

® Purposcs.cxist apart from the school

® Schools must be seleetive about which purposes torcmbrace

® Some purposes arc better than others. , -

. Tvler's approach dealt with the immediately practical pmblcms of sclcctmn
v followed by questions of design and control: )

“What educational expericnces can be ‘provided that are hkch to_attain

e these purposes?” (Cell K in Figure 1)
. “How can these cducahonal cxperienees he cﬂlctncl\ ()rgam/( (P (Lc@
©in Iigure 1) ” :

o : ) .
. ° -
. B

oPeat, Marwick, Mitchell and Co.. “Aw Aualvsp and Review of the Curricnlim and .0
Organizational and Administrative Structure of Worthington High School,” Washington, D.C., o
December 1, 1980. )

“Fenwick W. Fnglish. *'fhe Dyviamics.of School-Commmuity Relationships.™ in Considered
Aetion for Curriculum Improvement. ed. W. Foshay tAlexandria, Va: ASC, 19500 pp. 1-18.

“Arthur-Steller, “Curriculum Development as Polities,” Educatiotal Leadership (November
1980); 161-16+. . -

9 f"‘R;alph Tyler. Bam Prmc:ples
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* -0 -
“llow can we determine \\llcthm these PUTPOSCS a1e l)cmgdttdmul’ o (Cell
CFo Figure 1. : : ‘
‘T'yler's approach’ was not thcorctlcgl it did not pmlx. deeply into thc
gliestion of the roots of. purposes: Rhat is, the theoretical/ideological underpin-
ning of schooling ouf soeicty.” As Applesias rwoted: .«

. . one cannot comprehend what schools do by thinking ofthem as black hoxes, L i
inputoutput terms. This neglectsthe eultural fors and meanings that actually exist in
“schools. Tt ignores the importimee of an analysis of the ways our uhlc tiotal institutions
umtnbutc to the ereation of idcological Tiegemony, For ‘chools do more than sinply

“process pwplc ; they help create and make legitimate sometimes in contradictory and
paradoxical ways) forms of Lonscionsnas that are dialectically related to ‘l,u)rpomtc
shciety, ]ll\L our own:" : . :

'To .mlst those asking qudstions about cumculum n u)ntunp()r.lr\ circimn-

" stances, some cominon questions about <.urmulum practice are listed in Figure |
*4. Bach question is follo“(.(l by a reference to the cells that niay be involved in”

“answering i : @
IFor c\.lmplc the first qucstl()n "\\‘hut‘ are typcs of c.urrié(’Nar goals/
objectives?” might involve: v, . -

® Cell A if &what was (lcsm_d was a discussion or rcnc\\ of a thcor\ Tf vilues

. or value fonnu]atl()n with g, pbint of view about which theory to_utilize in

sclecting vilues, or | - e e

® Cell I if a sct of categories is desired by which to classify t\ pes of goals/
objéctives on such criteria as source, subject, clarity, spcuﬁut\. and so o,

If-all of the responses are summed, it cnr be seen that’ tvo cells (18 and C)
include about.49 percent of all of the questions and I and F, 41 pereent.-'These
four cells account for 90 pereent of all the references. ‘This inay iHustrate that
most of our contemporary curriculum quéstiohs are concerned with technical-
managerial issues and few appear to be concemed with ideological matters of a
theorcetical or practical nature. This has beéni al]cgul,ds a shortcoming of
contemporary curriculum practice. .o . :

While many of the issues of the decade are old ones re- cmcrgul sucll as the

‘miood of political conservatism, both fiscally and cducationally,™ ™ the new
issue is the challenge to positivism. Thid challenge has l)u.'n raised by

curriculum theorists and thinkers who appear to have a different agenda for the

_schools. Theirideology is one that is a familiar cry to the romantics of the 60s as

4
o“thid. . ¢ b ,
©oosMichael WL \ppl “Analyzing Determingtions: Undenstanding and Fyaluating the Produc-
tion of Social Quteorues in Schools,” Curriculum Inguiry 10,1 (Spring 19501 55-76.
mperbert M. Klichard, "Burcaucracy and Ciirriculum Theory,” in Freedom, Burcaucracy, daud
Schooling tWashington. D.C.: ASCD, 1971, pp. 7+-94. ,
Dwayne Heubner,"Curricular Language and Classroom Meanings,” in Language and
\Icumng(\\aslnngmn D.C.: ASCD. 1966). pp. 8-20. ’

“agned W. Guthrie, “Edficrging Political Feonomy of Fducational. l’uhu “in The Future of

Education. ed: K. C. Coles (Beverly Hills: Sage, 1951, .
“Frederick M. Wirt, “Neoconservatism and National School Poliey.”™ Educational Fvaluation

und I’ohcv Analysis 2.6 (\louml)ur—l)uunbcr 19861, pp. 5-18.
.. N
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Fiéure 4. Classttytng Some Contemporary Curricular th‘estioné

- Question . ' Relevant Cells
~ . S
/What are types of curncular goals/objectives?
"How can a curriculum, be gvaluated?
What forms can curriculum assume? .
What are the essential parts of.a curriculum unit?
How does one select the proper curricujlum?
How is cUrt"(?i; r scope defined?
What is a il lar concept?
" What is articulatign in curriculum?
What is the best q urricular organization?
How is a behavnoral hierarchy defined?
How does one selegt the appropnate currtculum
setting?
What are the structuf'es of the dlsmplmes'7
How are instructional strategles selected? -
How can linkage to Itfe»}expertence be attained? B,C.EF
How can the real world*pe blended into classroom . '
use? B,C.E,F -
What is the.nature of Imtﬁng concepts to pupil ,
needs?_ S ' B,C,E.F
MmsmeMemWMdmwmmwmg : .
curricular conerts/unlts’?
What are the essefitial elements of a curriculum
guide?
How can the effectiveness oﬁlearnmg actnvutles be
optimized? T i
= Who should be involved in cu?‘nculum
development? ; H T
hat is a “need”? 3
hat values should be mherent\m deS|gn|ng a
curriculum? - -
“Are curricular outcomes (results)imeans or ends?
‘Are curricular outcomes capable pf being taught in":
theschoom7
. What'is the nature of knowledge”i
What are the forms of content?

oomomoTm

OWO MODED>rZEM>

mm
m™m

nmom

o : ‘ i

3 . ;i

cmbedied in the works of Kohl, ™ *Holi, ™ and Goodman.™ It is different in its
cmphasis on a Marxist dialectic as a model from \\lndl schooling and larger

socictal reforms can be considered. \) such it is far more than a cry against

4

“Herb Kohl, The ()pm Classroom (New Ydrk: V intage, - l‘)f*)t

“John Halt, How Children Fail (New \ur Pitman, 196+4). - °

“Paul Goodman, (,umpulsor\ Mis- cduwlzm and the Community of Scholars (New \ork
I
l

Vintage, 1962).-
) ’
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certain schooling rituals. llmt carlicr challenge was wiped out in all but a few,
places in the nation’s schools in the late 70s. The frontal aitack on the . °
underpinnings of the concept of a scicice of edyeation and particularly of
] curriculum construction is far more powerful because it is almogt an entircly =~
e professional dialoguc; that is, the battle is with those anmed with some knowledge
" about cuericular matters. -1t is l)cmg&&mght in. scholarly circles and pounm]s oo
conventions, private conferences, personal - reflection and letters, “and the - o
. libraries of the academy. 1t is a re- -establishment of the traditions ()?thc liberal
arts. For the public at large and for many teachers, curriculum \\orl\‘grs, and
\ school acdhministrators, theissucs scem mor¢&concerned with academic posturing ; 1
i

:3 "~ and uotulc fom\s inito existentialism and phllmopllv than those they feel are =+ 7
R \eal as they confront the everyday issues involved with curriculum developiient. )
The currency of curriculum pmctlcc is founded on a Basc of ideas: that is,
an idiom. An idiom provides meaning to practice. It provides perspective and a
filtdr to process action® into some sort of larger picture that resolves practical o
proljems. and amakes some sense of them. The context of practice is almost .
always ldcologlca] The ldu)log» of positivism has*yr(‘mdcd a context for
curriculum thinking for over five decades. Now a new idiow is being proposcd R
that pdrtends the development of a new currciicy with a (hchrcnt ¢t of values,
. and ong that may ultimately te=dcfine what is “good practice.’

While it appears doubtful - that .the idion. of "posifivism will be totally Ny
abandontd, the grow mg movement to-move away from its concepts may PLI(_(_‘ it
intg a larger perspective in which its fraditions ‘arc ‘considered less (lcnmndmg
and appropriate for all ¢ircumstances than would ‘otherwise have been tllc case. S
Howeyer, dimidpoint in the: decade, curriculum practice is still carrving on with

* the traditiols and dominant perspective, ()fp()Sl_tl\lSlll as the idiom i which w hat - .
is “good pragtice” is dcﬁnul and esteemed.
A To the \]argmt extent, this Ycarbook is @ compilation of the best of the
positivistic tm?hhon in curriculum thinkitig and practice. It is a distillation and .
extension of this tradition in schoolmg and in curriculum (l&\clopmcnt in the
schools.

[




cf

Chapter 2 - |

Cumculum |
Thinking .

George A. Be\auchamp

~
N

by

he curriculum ficld is fraught with’egmmunication problems. There are

both cowmuni(‘ntion problemss among curriculum scholars as-well as

problems in communicatiofi between curriculum scholars and curricu-

fum practltloncrs These are the result of thinking differently about curriculum
or of-using language tliat is ambiguous or confusing in the,curriculum ficld.

This chapter will explore co%numcatmn problems by analyzing the scope

of thefield as revealed through principal wntlngs on curticulum as presented in

curriculum texts, by looking at Gurriculim influences and substitutes, by

dlstmglnshmg bétween administrative and conceptual levels of curriculum

dcvclopmcnt, and by cxamining some of the language of - C\pl'mdtlon and’

“.persuasion commonly used in the literature. Finally some of thie problems and

" issues raised for curriculum developers will be mentioned.
. R . [ . R

The Scope of the !F'ielél ’ .

One way 'to look at the scope of the curticulum ficld is*to observe the
contents”of textbooks written on the subject of curriculum. It will not be possible
here to gl\c a complete aiid specific analysis of textbook contonts, but we can

illustrate Scrtain categorics of content and comment about- thelr sxgmﬁcancc in’

communicating about curriculum matters.

Most textbook writers present definitional structures for the word curricu-
fum. For example, Smith, Stanlcy, and Shores (1957) defined the curriculum as
follows: i
purposc of disciplining children and youth in group ways of thinking and acting.

This sct of .experiences is referred to as the. curriculum” (p.3). Ragan.and -

Shepherd (1977) viewed “the clementary school urri¢ulum as including “all the
" experiences of children for which the school accepts responszbzlzty" (p.2). Johnson
(1977) referred to curriculum “as a structured scmes of intended learning

* outcomes” (p.6). Saylor and Alexander (1974) dc_ﬁn‘cd"cur'ricuhml as “a plan for.

“A sequence of potential experiences is set up iy the school for the

s
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- providing scts of learning opportunitics to achieve broad goals and related
specificubjectives for an identifiable population served by a single school center”
(p.6).~ —- : ' : . .

_In their analysis of various curriculum conceptions, Saylor and Alexander
observed that the tenm is used in two distinet ways.,_One is -as something
intended, and the other is as somcthing actualized (p.3). This distinction in

definition is interesting because it points up vividly a sore spot among curriculum

writers; namely, whether we should: distinguish between curriculum and
instruction in our thinking. So much of this hinges upon the usc of the word
experience. The most commonly used definition of curriculum states something
to the effeet that the curriculum consists of all of the experiences of children and
youth under the auspices of the school. For some, the experiences are planned
for in the form of cducational opportunitics or intended cultural structures.
Thesc clements are planacd by organized groups prior to instruction. For others,
the experiences are meant to be leaming experiences that may tak(plgcc at any
time including during periods of instruction. This distinction poses a real
.dilemma in curriculum communication.
There are really only three legitimate uses of the word “curriculum.” One is
to -.spc‘zi[: of a curriculum. This is the substantive, or content, dimension of
curricnlur:. A second is to speak of a curriculum system. A curriculum system
~entompasses the activitics of curriculuni planning, implementing, and evaluat-
- ing; these constitute the process dimension of curriculum. A third use is to speak
'(ofcu\iculum as d field of study. The latter, of course, consists of study of the first
two plus associated rescarch and theory-building activitics. It should be noted
that all curriculim neanings hinge upon what oneerefers to when speaking of a
curriculum. o : , : . -
‘A second rather consistent. body of content- included_ in curriculym
textbooks. is a discussion of topics cmanating from philosophical, social aiid
cultural, historical, and psychological foundations of education. The purposc for
including these topics is to draw from those arcas basic ¢ita, or principles, for
‘determining edicational goals, the selection of culture conteny for the currteu-
. lum, and the organization of that content. Three things appear to dominate that

'

proeess. One is to establish the role of the school in socicty as background for -

determining what to teacli. The second is to ﬁlakc cJear basic information about
the characteristics and habits of. potential school students= A third is to help with
the complicated procéss of content sclection and organization in light of the first
two plus informition about past expericnee in” curriculum’ affairs. Although
virtually all_curriculum textbooks _contain such information in onc form or
affother, somie dcal with the subjects to a greater extent than others. For example

the books hy Smith, Stanlcy, and.Shores (1957), Zais (1976),;and Taba (1962)-

contain citended discussions of ‘the import of educational foundations for
curriculum work. In many respects, some 0‘( the best -knowledge in .the
curriculum field is derived from these foundations. - (

Techniques for curriculurn plamning: are afj‘hi'rd area of discussion jin
curriculum textbooks. Here writers tendg advice to those who would plan
el w X .

o

Cam e em————.e|
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curricula. A good way to lllustraté tlns type of advice is to cite the scheme
outlined by Taba (1962):

iy e

T

: E.K

-

Step 1: Diagnosis of nceds | . ¢
Step 2: Fornmlation of objectives . .
Step 3: Selection of content

Step +: Organization of content

Step 5: Selection of leaming experiences

Step 6: Organization of learming experiences

Step 7: Determination af what to cvaluate and of ways and means of doing it (p.12).

Most such advice is reasonable and can be followed by curriculum planners
if they wish to do so. We have had a great deal of cxpcncncc with the process of
curriculum planning in the United States, and most of it has been done at the
school ot schiool district level. Curriculuim planning along with implementation
and evaluation may he thought of as the process dlmcmlon of the curriculum
field. - :

A fourth substantive area discussed by curriculum textbook writers is the
subject matters to be included in curricula. Authors who address themsclves to
this area of curnculum usually divide according to whether they are writing
books about clementary or secondary school curricula, and these are quite

different from beoks principally addressed to techniques of curriculum-planning

or curriculum foundations and principles. Although some space may be
allocated to- foundations or planning techniques, sizable amount of space is

“devoted to chaptcrs on individual school ‘subjects.

For example, Ragan and Shepherd (1977) devote six of their 14 chapters to

 subjects taught in the elementary school. Tanner (1971) devoted eight of 11

chapters to secondary school subjects, The purpose of such writing is to convey
to readers the. trends in .content sciection and organization as these writers sec
them. Although thie subjects undertaken by writcts as discussed herc are unique,
their purpose in writing is quite. consistent (and perhaps complementary) with
those writers who spend most of their time and space on techniques of
curriculum planning. They render advice about what to do once curriculum
planncrs get around to the task of writing the carricula, but concerns about
curriculum content and organization are more appropriately thought of as the
substantive dimension of the curriculum field. ¢

A few books that may be viewed as textbooks arc devoted to the subject of
curriculum thecory. Writers in this area of curriculum arc concermned predomi-

. nately with the development of rational explanation for curriculum plicnomena.
‘So far, writers have not come up with formulations that might be labeled as

curriculum theories but, nonetheless, the area s being cxplored. Two authors
have spoken of their works as the development of conceptual systems rather than

" theories cven though. much theoretical cffort must have gonc into their

o
JAFuiToxt Provided by ERIC

development. ]ohnson (1977) developed a conceptual model for curricular and |

inftructional planning and evaluation. A distinguishing feature of Johnson’s

»wntmg "about curcdéulum has been his insistence upon distinguishing betwcen

curricular and instructional planning and products. Goodlad (1979) has devel-

8>
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- . oped a conceptual system for guiding curriculum practice and inquiry. The heart

' Goodlad’s conceptualization consists of four decision levels or domains: -
societal, institutional, instructional, and personal/experiential. Unruh (1975)
dcvcloped a scries of propositions and constructs as theorctical bases for the
dircction of curriculum dwclopmcnt Beauchamp (1981) presented an analysis
of the conditions and circumstances under which curriculumn theory might be
built, reviewed past dcvelopmcnts in cuericulum theory, and pointed up necd for
further advancements in this arca.

The scope of the basic literature of the field then may be described as
consisting of meariings attached to basic concepts and constructs, curriculum
foundations, the process dimension of curriculum (including planning, imple-
‘menting, and evaluating), the substantive dimension of curriculum (including
content and design), and theory development. Diversity of. opinion among
writers in cach of thesc arcas abounds Such diversity supports “the contention
“that there are too few arcas of substantlvc agreement among curriculum scholars,
which means they have failed fo generate an appreciable amount of knowledge
that may be said to be indigenous to the curriculum ficld.

~ Curriculum rescarch as well Jas failed to produce results that would help
alleviate the above conditions: Repeatedly, curriculum research -has been
« criticized for dcaling with inconseguential problems, for inappropriate designs
and techniques, and for not being theory-oriented. The paucity of theory-
oricnted research is a major contributor to-the failure to (lc\clop substantive
knowledge in the field.

o

Curriculum Influences and Substitutes

« * The contents of school -curricula are often influenced by circumstances and
conditions cxternal to the curticula. In somnc cascs, they actually are:substituted A
for the curriculum. The latter is particularly rue with the case of textbooks for
students in the various school subjects. In many schools and school districts in R
the United Statces, the cluster of adoptcd student textbooks is the closest thing to'a

" curriculum av\a%lb]c in" those schools. The subjects are chosen, the subject C_,‘ |
matters arc alre orgamzcd and the schools thereby have an ceducational S
program. without furthcr effort. . v S

From time to time, statc and federal governments pass laws that cither
influcnce or. preseribe curriculum content, and curriculum _content may be
influcnced by decisions made in ot courts. Since cducation is a function of the
states, more influence ensucs ‘from state governments than from the federal -
govemmcnt In any case, when laws prescribe curriculum content, curriculum
_ planners have no option other than to include the-content in the curriculum
* beirig planned. This constitutes the most dirget and dcmandmg influence upon .
curriculum content that originates outSIdc the systen. : : ..

Fedcral acts and titles have had. a great influench.ing recent -ycars upon ol
curriculum content and organization.“Fhe National Dcfense Education Act of
1958 (NDEA) is an outstandmg illustration.” Under funding provided by that act, - .. -7
a plethora of -projects were launchcd most of which were desigtied to lmprovc :

S Y
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"the character of the contents of various school subjects. Familiar examples were

the Elementary School Science Project (ESSP), the Science Curriculuin
Improvement Study (SCIS),, ~ind the School. Mathematics Slud\ Gronp
(SNISG). It s interesting to note that most science and umthgm‘ltlcs projects
were concerned more with the syntacties (skills nd processes) of these disciplines
than with fixed bodies of content. Bilingtal cducation is another example of
ctrriculum content added inost states because of federal funding, These are
simply a few examples of another way in which the content and organization of
school curricula may be influenced by federal acts and titles, Despite the fact that:
education is a function of the state and despite the fact that individual school
systems do involve their personnel in curriculum platming activities, the federal
govermment has exerted considerable influence upon the content and organiza-
tion of school curricula in recent vears,

‘Administrative and Conceptual Levels of Curriculum
Development *

Curriculum development is often thought of at two different levels. One
level may be termed an administrative level; the other is more a coneeptual level,
I use curriculum devefopment and curriculum planning as one and the same
notion. 1 sce.no real distinction between the twao. :

]

{
{\dministrative Levels -

By administrative level of curriculuim development, 1 mean snnplv those=:
political- or organizational groups or agencics that may influencg directly or
indirectly the curricula of our schools. The influences of the federal govermment
have already been discussed. Since education is a function of the state, however,

State Departments of Education may.issue curriculum materials in the form of

guides. Usually those are suggested rather than mandatory guidclines, but the
states have the, lcgal right to make them njandatory if they choose to do so. States
may require that certain subjects and/or “topics be taughf in“the ychools and
occasionally they specify the amount of time that must be a“oc&tcd to that

~subject or topic. In a few states, county Lducatlon offices act similarly except they |

‘may also add supervisory setvices.

Most curriculum . planning (that is, most chrts that produce. (.urnculuny
documenits intehded to. be used in the schools) is done at the schogl district or
individual school level. 1f oné were to look through the curnculum decuments
dlspla\(ed at the “annual ASCD conference, it would bcéomc clear that the
sources of virtually all of those documents were schools or school districts. In

“fact, the history .of curriculum planning is really a recounting of the cﬂ’ortszfxf

pebiple-in schools and school districts.to develop theirown curricula. ,
The fact that:idéas appropriate for schgol curricula arc gencrated by varioys”
social, political,.and professional groupsﬂltnbutcs to the-cofifision within (t)h
~curriculum field. Wiriters often speak of the differént levels at which eurficulum
decisions are made, which raises the question of when an.idea for curficulum
‘eontent actually becomes a.part ofa cﬂrnculum. This bnngs the dlscusmon bacl\
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tothe problem of defintug a curniculum. In other words, when in the course of
events of selecting from our total culturc arc thoseyportions of our culture ¢hosen
to be included in a curriculum for specific schools? Normally, that selection is
made by people working for a board of education and subject to the bolicy
acceptance of that board. These people may be teachers, supervisors, prindipals,

or curriculum dircetors. If this can be a criterion for determining the produttion
of a curriculum then the decisions or suggestions of othier groups or dgencicscan
only be considered influenee$ upon the-decisions of those actually cngagcd n

curriculum planming. N

?:-

. R . . 1
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- Conceptual Levels

At least four conceptual levels of curriculum planning are casily identifi-

able. They are in order of increasing complexity: textbook adoption;y simple
. ct;mculum modification, broader curriculum review and overhaul, and a

complete curricwtum analysis. . . K

Textbook adoption has become an ahmost universal task confronting schools
. and school districts. To the extent that the culture content to be taught in schools

is a major consideration intextbook adoption and to the extent that tic subjects
= are chosen i the process, 1 it may be said that many curriculum-type decisions are
~ myde by thosc sclecting textbooks. But to the extent that no documcnt that may

be called a cutriculum is produced, textiiook sclection cannofglcgltmmtcl\ he
seferred to'as,a process of curriculum planning.

A second level of curriculum planning may be tefined a simple cuylculum
_modification. This level of curriculum work can occur only if a’ curricultim ¢a .
. document, that is) exists. The process of change is usually snnplg, involving -
2 niinor changes in language, or: changu in.sequence duc to past experience with

the curriculum, or the addition of new ideas that have emerged from the
teachers.” This tevel of curriculum change. frcqucnth takes, place when the
o existing curriculum “is relatively new, and ‘the pl.nmmg group- dccnw that - ‘
" substantial modifications arc not warranted. -
A third level may be termed a broadu curricubum overhaul, Huc again the
“3ssumption is that a curriculum exists, but {thas been used for a sufficient length
." -of time that the time has come to systematically revise the entire curricilum, : .
>~ Most of the action herc i$to update the curriculum content in light of new ’
" " developments resulting from research and.other sources, and/or to change thic
.5 * " curriculum format in light of the experience of teachers. This level may involve
. such actions as review of curriculun materials from other school arcas, use of
consultants.on problem areas, review of curriculum literature on contemporary
_curnculum concems, ‘and so forth. Thc most probable actwlty would be the .
mustering of and discussion of problcms raised by tcachcrs as a result of their -
experience -in using the “old” curriculum. . ‘
¢ The fourth level may be tcrmed a. complctc curriculum analysis and -
s development. Normally, this' level is ungertaken in a situation in which no '
-pohcv doctrmcnt callcd a curnculum exists, or in sitpations where a curnculum

.
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is very old and not currgntly in use. "T'he total process may take place in a serics of
phasces or steps. First, a lcadership group or a curriculum council may be needed

to organize the work phases and to coordinate various subgroup cfforts, A sccond

step might be to conduct a listing and appraisal of the current curriculum
practizes in the school(s) as a focus for further deliberation, A third phase may be
termed a study phase. Here, the curriculum planners investigate curriculum
idcas and practices not present in the analysis of their own practices. This phase
is essential for bringing in new curriculum ideas and is the most time consuming
of all of the phases. A fourth phase may be the formulation of criteria for the
sclection of curriculum ideas to be mcludcd in the new curriculurii. A fifth
phase is the actual writing of the new curriculum. A sixth step'is somctimes

Jecommended, and that is to follow the writing plmsc with a testing perod before
the curriculum is officially implemented. Not all of these phases are recom:

mended by alf curriculum writers, and different labels may be used.”

The Langu\age of Explanation éncj Persuasion

In curriculum writing several terms arc used to explain or persuade. These

' terms often are used interchangeably and occasionally inappropriately. I refer

here to such terms as philosophy, idcology, theory, model, scheme, and
rationale. The following «discussion of these concepts is not an attempt to
establish definitions for these terms, but rather is an attempt to. clarify some of

their more appropriate uscs in the field of curriculum.
) :

- . -

Phllosophv

From a dlctmnarv perspective, the term phtlosophy refers to the study or

science of the sgarch for truth and prmc:|pl<.s underlytng.knowledge and human -

nature and conduct. Thus, the philosophet is free to study the whole gamut of

human affairs. It is gxtremely doubtful that anyone should proposc a philosophy
of cyrriculum ‘even fﬁough the study of philosophy of cducation has been around
fér a long while. Theory and philosophy aredften confused because a full-blown.
 philosophy may be undergirded by related but specifi€ theories. For example,

philosophers arc concerned with cplstcmologv which is-referred to as the theory
ofl\nowlcdgc John Dewey (1916) stated: “If we are W||||ng to conceive éducation
as the process of forming fundameatal dispositions,intellectual and emotional,
toward naturc and fellow men, philosophy may even be dcfined as the general
theory of education” (p.383). If one “accepts Dewey’s conclusion, it becomes

obvious that many theories arc possible within the general arca of philosophy to -

account fo the. dimensions of cducation and, within the spherc of cducation,

therc arc possible theories to explain the specific dimensions of cdueation such as

theory of instryction, curriculum theory, administrative theory, and so forth.
This docs not mean, however, that the processes used by philosophers may not
be used in theory development. Theorists must use logic and critical analysis, for
example, in their thcoretical‘endqudrs.

o
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Ideology -

Closcly related to the usage of the word philosophy is the term ideology. In
gencral, idcology refers to a systems of ideas derived from sensation and composed
of a body of doctrine, myth, and s\mbols of a social movement, institution,
class, or large group. Eastman (1967) excmplified the notion of id¢ology in - .
relation to philosophy when he developed the idea that Dewey’s -educational .
theory (philosophy) remained in a reasonably stable state, but that it was
gradually idcologized by the progressive education movement. In writing about
idcology and the curriculum, Apple (1979) spoke of the hidden curriculum as an
avenuce through which ideological configurations of dominant interests in socicty
are tacitly taught to students in schools. .

Theory

The term theory frequently is used mistakenly for such notions as a point of
view, an attitude, a hypothesis, or an opinion. Theory, however, is a much more
. vigorous concept, ‘especially in terms of the modes of theory building. In general,
‘theory is an explanation for an identified sct of events. Variation in definition of
theory hinges on interpretation of the word explanation.
Two definitions of theory will iflustrate sufficiently. Rose (1953) defined
theory as “an”integrated body of definitions, assumptions, and gencral proposi-
tions covering a given subject matter from whichi a comprchensive set of specific
and testable hypotheses can be deduced logically” (p.52). Kerlinger (1973)
defined: theory as “a sct of interrelated constructs (concepts), definitions, aiid
" propositions that present a systematic view of phenomena by spcufvmg rclations
among variables, with the purposc of explaining and predicting the phenomena”
{p.10). “THeory may be classed ito two types: scicntific and nonscientific.
‘Theories are 'developed by the techniques of science, or they are developed by
careful use of logic, or both, utilizing fairly stringent rules. Theorics arc essential
to the development of knowledge. ‘ ‘
A great deal of attention has been given in recent years to the Idca of = e
developing theory in the curriculum field. If we translate the spirit of the ~
definitions of thcory identificd in the paragraph above, a curriculum theory inay .
.« #be defined as “a sct of rclated statements that gwc meaning to a school’s
curriculum'by pointing up the relationships amonig its clements and bv directing
its development, its use, and its evaluation” (Bcauchamp, 1981, p, 60). It is
_ interesting to note that, within the total group of curriculumiwriters who have
L ; addresscd themselves to theory, people can be identificd who advocate and usc a
r .ior scientific approach to theory as well as people who are committed to a
more philosophic approach. Tt is sad to say that, despite the hundreds of pages
* v . that have been written on the subject, there appears to be no well-developed
curriculum theory. Development of curriculum theory appears to be shackled by
problems of concept and definition, lack of recognized knowledge in the field,

~and by the paucity of theory-oriented rescarch. . '
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Modcl . S .

- Model is a term that'is frequently used mtcrchangca.lolv vuth thcorv A
modcl is an analogy. The construction of a model is a way of representing given
phenomena and their relationships, but the model is not the phenomena. A
model of an airplanc is not the airplanc. A set of blucprints is not a building.

Models may be used to répresent events and event interdctions in a compact and

illustrative manner. Models are useful tools, and theorists use them extensively:

" But'a model 1§10 @ theory, and theorists should use them as means to ends.

Scheme

The word scheme is properly used to refer to a-systematic plan or prograin f(br

“something to be done. The word is not used frcqucntlv in curriculum discours¢,

but it does fit certain categories of curriculum proposal. Two examples will
illustrate my meaning. Earlier in the chapter, [ outlined five phases or steps that
might be used in the process of complex curriculum planning, Those suggested
phases arc a scheme for that kind of undertaking. English (1980) proposed

" curriculum mapping as a technique in curriculum development. The procedure .

involves having teachers note what they have been teaching in terms of concepts,

_ skills, and “attitudes under a gencral sub]cct heading such as geography or
* mathematics plus the amount of time spent on cach subject. Both of these

illustrations. are schemes or \\St(.[lldtl(_ plans for a specific practice. .

Q-

Ratlonale

A ratlonale is a reasoned cxposition inténded to give an undulvmg or.
rational foundation for some phenomena. Sometimes thé. word js used as an’
" alternative for theory, but theory is the more complicated of the two conccptuaL

ly. We hear thc term uscd in currlculum but mostly in terms of rcasons for

lmplications for Curricﬁlﬁm Developers

The purpose if discussing the language concepts in the prccedlng pages is to

help potcntlal curriculum planners in the process ofordcrmg their own language’
and behavior as they jlaunch and carry out their projects. Where choices in -

languagc interpretation confront them, curriculum planning groups will simply
have to make their own choices in meaning or interpretation. Only in this way
¢can eommunication be facilitdted among the members of the planning group.
But in order to. discuss the consequences of -the foregoing problems in
communication for curriculum developers, certain assumptions will have to be
made. It'is assumed that: (1) most curticulum developers will be people who are
involved in-a school or a school.district, (2) people who intend to plan curricula

will be concemcd prmmpa”y with respondmg to the question of what shall be °

~a
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tiught in their schools, (31 curriculum developers are serious about their business
to the extent that the results of their deliberatjons ultmmtclv will become thc
official policy of their board of cducation. o
One can set aside most.of the considerations discussed in this chapter under
curriculum inputs and substitutes with the admonition that these will be
considered by the curriculym planners. One can also set aside the problems
inherent in theory building because that is not the work of the cugriculum — ~ -
developer. Somie of the schemes, rationales, and conccptual systems may,
however, be of-help as advice to curriculum developers on procedural matters,
Clearly, the first decision that must be made by potential curriculum
devclopers is at the administrative level. This is a simple decision for school »
- ° . people because they only have to choose hetween the planning arena of the '
school district and the individual school. Most will ghoose the distriet in all |
probability. In large urban arcas,-the region or subdistrict may be the choice.
.. The second decision will have to be a choice in conceptual level of curriculum
development’and the choice here is conditioned by the curriculum status-within
the district. The most sophisticated of the choices: is the complete currictlum
analysis. These two dccisions will probably be tentatively reached by leadership
personnel in the district, but the decisions must be tentative until the next eluster
of decisions is made. . ‘ o
“The next cluster of decisions consists of the chmcc of pcrsonncl to be ‘
involved, their ofganization for work, and their tasks. Most curriculum writers
“Who address themselves to the techniques of curriculum planning come glose to
e agrecing that the personnel who perform the tasks of curriculum planning ought .
to be involved in making decisions about what to do, why it should be donc, and ce
how to do it (Scc Loucks and Lieberman, Chapter 10 in this Ycarbook). - '
Generally, it is perceived that teachers will constitute the majority of those
invol\(.d,_ but it is not gencrally agreed that all tcachers' should be involved.
‘Decisions about invohgment of personnel rcallv are part of the planning for the
plannmg activity.  °7 - . !
The procedures or steps to.be followed arc rcally a frce choice. Most all of v :
the schemes offercd by curriculum writers would be helpful, but curriculum
" developers should feel very comfortablc if they develop their own scheme of
work. . -
Before launching a curriculum development project, it is niost lmportant .
that adninistrative pcrsonnel ensure time and resources for the proposed project.
Curriculum liteature is npt helpful ‘on’ this point."The hlstory of ¢arriculum’
development projects in school districts is that they aic cither done piccemeal
periodieally, such as during paid work in summer vacations, or they are carried
out after school hours without additional compensation for those involved.
Curriculun development is important.enough to deserve better consideration.
*+ In addition to time, other resources’ must be avallable to those expected to
do the planning. Curriculum literature, curriculum plans from other schogl
districts, and .consultants are among the_ possible sources to be nceded by
planners. Serious ‘curriculum dcvelopmeylnt can be expcnsi'vc for bodrds of
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cdueation to undertake; therefore, time and resource considerations are most
.. . important at the outset of a project. Furthermore, the magnitude of the project
ce should be guided by thic resources available.

. Finally, a word should be said about.the design of the curricullim to be IR
planned. Basically, the design of ‘most curricula will be subject-centered. €8~
Curriculum literaturc contains accounts or descriptions of proposals for other -«
types of design, but in most schools, such’ proposals have had little cffect. .
Therefore, it is predictable | that the culture content portion of new curricula will

*  be organized arpund the rccognized school subjects. For help with that

. orgamzatlon curriculum developers' may wish to turn to pcopk who spcuahzc .

in the individual school subjects for guidance.
Within the organization of the subjects there are thrcc curriculum concepts
that warrant attention by the curriculum developers. Thase coneepts are: scope,
- sequence, and articulation. Scope refers to the breadth or total amount of subject

! content that may be planned for any group of students at any grade level or for

e the tolal school. Séquence is a matter of inteniionally ordering topics or subjects.

.+ Articulation refess to intended relationships among the subjects. Artlcu]ahon is .

' _particularly important in a subject-centcred design. ‘ -
Other concerns about curriculum design depend upon the dcsnrcs of the -
. planners. It is commonly suggested that a curriculum should contain.a sct of
- intended goals and/or objectives to be followed by the culture content referred to— ~
it the paragraph above (Sec also Brandt and Tyler, Chaptcr 4 in this Ycarbook).
_To the extent that the: curriculum planmers wish to influence the planning for -
instruction, they may wish to include suggcsted activitics for students to perform.
i .~ Curriculum planncrs may wish to”cnsure the proper implémentation of their
' curriculum; if so, a sct of such ‘intentions may be included in the curriculum.
The same may be said for intentions for cvaluation and re-planning. The total

format decision really rests upon the shoulders of the curficulum developers. Itis -« *

. to be their curriculum, and they are the ones who must live with it onee the job

: is completed. y o ; ‘
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Chapter 3 - | - ,A .
Cumculum .
Content T

B. Othanel Smith\ .

s ’ '
.

instructing the ypung and for usc in daily lif¢yis a persistent, §f not a

unique, . activity of humankind. While it reaches back to the carliest

human forms, thc activity. has become cver more productive with cach new

phasc of -biological and cultural cvolution. This is an old theme, but recent

discoverics and speculations 4in genctics and physiology and advances in

- electronic technology are crcating new nmghts into the how of accumulation

aid conscrvation of information. . We now . recognize four epochs in. this
devclopmcnt v : .

e, . genctic structure “and which directs the infant'd carliest rcactions “to the
o . = cnvironment, and, for all wc know, mﬂuencu the infant's oncntatlon to the
world. - ‘ '

® The cmcrgcncc of extra genctic mformatlon, acqlnrcd l)v cxperienee and
stored in the brain.©

‘® The creation ofsvmbok——lmc and form wrltmg, mathunatlcal ,nomtlonﬂ.
- musical notation—in which information ‘i stored” outside the l)mm making
‘possible the accumulatlon of knowledge bcvond what can be conserved by-the,

{.-:v- =

brain alonc.
* @ The development of information-storage t;chm]ogv(that is, printing and
electronic memory banks) that not only increases storage capacrt\ but accelerates
-+ the ratc of refrieval. ‘ C
Por acons; we know not how long, thc resique of human expericnece was
‘ stored in the human brain: It was passed on from gcncmtlon to genceration by,
i observation of what others do, imitation of their performance, and by word df
mouth. The accumulation of Lnowkdgc was limited to what could be recalled

«and uscd in daily living or passcd on by rituals and legends. Learning wasdargcly

(Y -n

"¢ '+ incidental and took place at a lcisurcly pacc, dlﬁ'crcnccs among individuals as to
k) . s i)

+ Carl Sag.m The Dragons of Eden (’\Ic“ York: Ballanfine, l‘}, 7, pp. 21-83.
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their accumuiatcd knowlcdgc bt:mg largely d(.tcrmm(.d ‘by their rangc of
~experience and the chemistry and physnology of their neura) systems. . .
As long as nonsgenetic information was stored only in the human Prain, its* o
_ acquisition was more likely to be through conerete experience .and daily o
activities; Study agwe think of it today being nonexistent. When it beeame .
“possible, through writing and other.forms of symbolic expression, to store '
information_ outside of the Jervous system, l\nowlcdgc accuniulation was not
only accélerated but the amount of information one could acquire in a lifetime-
s was multiplied manyfold. Furthermore, those who Idamed to usc_the media ..
were able to raise their intellectual attainment-far beyond the level of those who 3
lacked the tools to tap the gscrvom af information. : o
. The storagé of information jn symbolic systems not only’ accclerated its
,accumulat!on but also made it possxblc to devist ways of accelerating the rate at -~
which one could retrieve and use information, Mass education became feasible. »
Today it has become powblc to store knowledge in clectronic brains, . o
further accelcrating Lno“lcdge accumiulation. As acewmnulation increases by
P lcaps and bounds it becomes imperative that'we also discover ways of ingreasing .
the lcaming rate. The processes of learning have perhaps not changed in o
thousands of vears, but rescarch on teaching and the development of educational e
technology from writing and printing to memory banks is umbhng the. tcachmg

e professmn to step-up the leaming pace. :

|
1
Unpagk‘mg Informatlon for Leammg Two Classnc Vlews - . . f

One of the pcrmtcnt problems of pedagogy is how to unpack storcd .
knowledge and to handle it in'such a way as to ﬁ‘ruhtatg, optnluLLlc1rnlng This .- -
s problem has given rise to a recurring issue; the child vérsus thé curticulum. The ¢
classic positious belong-to Dewey and to Morrison, It Dewey's view there were
two conceptions of information. Thére was the stored information of human- L
“kind, sclected elements of which were found in the studies that made up the
school program.2 Dewey called these the teacher’s resources or available eapital. - e
This information, however, is not content for the learner except potentially. 1t
became’ content” for the learner as it ¢ntered into and gave meaning to some
+ purposeful activity in which the learner was engaged.® Thus, for Dewey, there
were not only two conceptions of content but also two conccphom of curricu-
lum." First of ali, the curriculum consisted of studies at different levels of the .
,Jearner’s development. This curriculunt represofited fheinstructional résources <
"of the teacher, Then, there was the iculum of expericneés in which the -
student’s purposcful activitics appmmontcnt and organized it with the
l'CS‘ldllC of past experiences. i
. These two curriculums wete hot identical. For one thing"the subject
matter potcnhal]v present for the learner never cntcrcd in_its entirety into the

. =3
- *John Dewey, Demacrgey and-Education (New York: Macmillan, 19161, pp. 214-15. A
lbid., p. 216~ A
So " .
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lcarner’s expenicuce. Always there was soincthing lcft over. IFor imother thing,

_ while some of the content would enter into the leamer’s experience, there would
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_be unexpected concumltant mcanmgs that cmcrgul i thc course of the

activities.
Morrison, like Dc\\cv recognized stored information as instructional
capital. But they differed about how the capital was d(.qull'(.(] by the student. IFor
Dewey, the'way to enter the sforage room was to become involved in inquiry
where capital'was used in the scarch: To Morrison, the chtry was through stidy,
by which he meant the use of language and other symbolic skills to decode and
‘assimilate the information.* This required the student to have a motive, tools of
lcarninig, and materials. If students applicd theniselves and teachers provided

I A . . . . . ¥ .
“them with preper instruction—testing, diagnpsing, and providing correctiye

instruction—to the point of mastery, the student would learn. Students 1¢hmed
to think as they took on knowledge. The school subject—mathematics, the
saiences, linguistics, history, and se on—are primarily ways of thinking, and thic
student who thoroughly studies a discipline, say history, also leams to thmk as a
historian thinks.? .

* . Each of these conceptions of content, and how one appropriates contcnt is
supported by practical experience as well as rescarch, but the whole truth may )
not be the lot of cither. The last word on how to stlmuldtc sustain, and guide the
lcarning proccss is not in’-The plawsibility of cach view is dependent partly upon
the level of schooling. Morrison was concemed “primarily with sccondary
cducation, defined as that-which follows nastery of the fundaniental tools of
learning. His approach thus cnjoys favor at the secondary level, While Dewey's
~cmphasis on learming through domg and expericheing has made his dp[)l’()d(.h
more acceptable in the clcmcntarv schools. Howcver, neither gives ‘much
consideration te ‘the dimensions of information sclected for curriculum can-
tent—its forms, structure, biases, and utility—and hence tliev neglect what the
teacher neceds to kno“"abbut the content of instruction.

v

. . @ . . - ¢
How the Teacher’s Kiowledge of Content is Different
N ‘ 8

Most analyses #f teaching reducc it to student-teacher interaction. In some
classroom situatiofts this ‘description is adcquate. When'a teacher trics to
influence a student’s conduct the relationship approximates a person-to-person
interaction. somewhat as in animal play. There may be little information
involved, 'l’ch.téachcr may simply suggest a substitute behaviory, ignore the
conduct, have the student face up to the reality of what he is doing, arsimply tell
the stildent to desist. These are eases of person-to-person interaction where
content is almost at the vanishing point. But in all instruction information is
central, The teacher and the student interact in aiel through the coneent.

: 2
“Henry C. Mortison, The Practice of Téaching in the Secondary School iChicago: Uniyersity of
Chicago Press, 19311, pp. 218f.
sthid.. p. 34.
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The teacher’s knpwledge of the content of instruction is, or ought to be,
diffcrent from that of| others. The leamings student$ acquire from science,
mathematics, or auy dther subjcct are not likely to, be used dircetly in-their

“oécupational activitigs. Engineers who study history or hnghsh will not likely use

what they leam in the direct pursuit of professional work. While they may usce
phiysics and mathematics directly, the} are concemed with its application to

 particular problems rather than to its induction into the’éxperience of another
individual. "The same thing can be said of students who pugsue subjects for the
- purpose of general education. In short, the knowledge gaimed in undergradnate

Content as Concepts

courses is seldomn a specific means to a pdrhcu]dr Ll](] To teachers, however,
content s the lifeblood of their oecupation, for where there is no knowledge'to be
taught there is litile to beé Jcamed. To teach is not only to know the coutent, but
also to analvze it. to take it apart and put it togethier in new relittionships. to
undérstand and analyze its types, structure, utilitys biases, and the pitfalls the
learner is likely to encounter in the course of learning.

T L0
° a\.
‘ L] ‘ D
RN
Generally students acquire the “content of courses with lithe or no

\

recognition of the different types of knowledge or of their structure. While this is,

a distinet loss to general students, for the student of pedagogy it can be critical.
Teachers who acquire infonnation from academic courses without recognizinig

“and understanding the diffcrent forms of knowledge are handicapped in the

delivery of instruction, for the forms of knowledge—concepts, causes, cffects,
procgdures, valucs, rules, and facts—are precisely the ol)lcds‘?)flnstructlon dll(]
cachform requires its own mode of teaching. .

Teachers, who teach these forms of knowledge weffectively. know the

* clements,of cach form and how they are related and uses of thie forms in various

situations, Consider concept, as a form of knowledge: What is it? What arc its
elements? How r\t taught? We do not seg our world as a whole; we divide it into
groups. ; Waiving the: question of whether grouping is attributable to innate
mental structures or to experience, \\c(k)dlshngulshonc thing from another and3
as we note' differcfices we also note likenesses. Out of this discriminatory
behavior we group the objects of our environmenl. Psychologically speaking,
thesc groups or sets are concepts, cognitive baskets into which we put things that
belong together und cxclude those things that do not belong with them.

.. When concepts are rendered verbally they arc definitions. In its classic form.

‘

IRIC 04

a definition designates a class (group or set) and the chaiacteristics by which
instances of .the class caivbe identified. The naturc of these characteristics will
vary from one dcfurtion to another, depending upon how the teacher handles
the definition. Somctimcs-thé characteristics-arc simply qualitics or attributes, in
other cases they are” what the set of objects are used for or what they dq.
Sometimes. especially in scientific studies, they' are (,()uchul in opcmtlolm]
terms, stated as ratios, and so on. :

ln the final analysis, we interpret our world with wmcpts If we see

’
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somcthing puzzling or disturbing, we understaiid it if we can identify, it-as onc.of
3 kind, as belonging in one of our eognitive baskets, Furthennore, coneepts are
the buiiding blocks of our thought. With them we construct arguments, Ja8s,
rules, or whatever, Definitions, expressions of concepts, arc thcrcforc fundamen-

tal tlements of.content— ____ .

. Teaehers arc concerned with how tonccpts

-ithcr'ul)sl'mc.t or cpnerete, can AE‘.__fl
be taught cffectively. Psychologists tell us that the, Wway_to teach a concept is to "‘
give a rule for dectding whether or not a given somthing belongs in the %
cognitive basket. We can teach the concept by hielping the.student leamn to use =~ .
the rule in deciding whether this thing or that belongs in the sgt. This can be

donc by giving positive and negativesiistances, or by asking students to gnc such l
instances until the student has ihastered the eoncept; that is to say, can apply the |
rule accurately to case after case, . :

This is a simple formula and for many concepts is doubtlessly cffective. 7
However, ‘its usefulnéss is limited and no successful teacher adheres to it from .
concept to concept. It is of course true that when students have ngastered a
conccpt they are dbL; to tell whcthc a particular thing is gne of a kind or not. But
there is, more to fearning a concept than simply knowing the necessary
characteristics. So, how is a concept tatight? It is done in a number of ways:*. In -
addition to giving characteristics of the sct and instances and noninstances, we
also.do the follopving:

—discuss the function of the sct

“—identify a condition that produces or eauses the sct

—discuss the way in which the sct grows, develops, changes

—diseuss some procedure involving the scf

—ote altgmative wass in which the name of the set may be used
—note the difference between one use or meaning of the name for the set
and some other use or meaning it may have

—uote the way the set compares w ith a snm]ar but (hﬂ'crcnt set,

The forcgoing tepresent some of the kinds of information that-from time to
time arc used in the tedching of concepts. ) '

. .

3
»

Meta-Content and Concepts

\

Whl]c students lcam a vast numbcr of concepts in various disciplines and
from reading and daily experience, it is cqual]\ important that they Jearn not just
specific concepts but afso what a concept is.” This means, among othet things,
that they be taught.that'a concept is a sct, that g set has neeessary characteristics
by which to decide whether something is a member of it, that a set has a name, « .
and that-the name is not the concept any more than a person’s name is the
person. - *

L

-~

s
'

“B. Othanel Smith and others. A Study of the Strategies of Teaching [Utbana: Burcau of
Educational Rescarch, University of Ilinois, 1967), pp. 58-95.

“Harny § Broudy and others, Democracy‘and Excellence in American Sccondary Education
{Huntington, N.Y.: Krieger, 1978), pp. 121-138. . ‘ e s
. . .
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‘T'o know what a coneept is ir part is to be able to distinguish a concept from
other forms $F'knowledge. Concepts, are often mistaken for facts, (,onsldcr for
C\Jlllpl(}l the following statements:

l Hama was instrumental in getting McKinley clected governor of ()hlo
. 27 Anadverb ista \\or(l that modifies \crl)s, J(l]t.‘ch\cs other ‘1(|\cr|)s. and
prepositions. P
- At first glance cach ()ftjlgse statemeints appmrs to be factual, but on further

observation it can be seen that the first statement is quite different from the ,

sccond. It is like the statement: Dogs bark at cats. ‘That dogs act that way canbe + + -

-confinned by observation; so, in a ‘sense, can Hama's activitics in connection © ¥

“with the clection of McKinley. We can umﬁrm them by examining the-records, *Jl

The séeond statémeut simply says that an iidverb is the same thing as a word that !

modifics verbs, qdﬁ:etncs other adverbs, and prepositiond; that is to say, = . e

" wherever the expression-a word that modifies verbs, adjectives, other adverbs, ..
and prepasitions” appears, the word “adverb™ can be substituted without loss ofe ’
meanmig. Definitions are thus tautologies whereas statements of fact tell us
v somcthing about the world of our senses. ‘ :
When we do not understand the difference between fact and definition, we
casily tumble into the pitfall of arguing about words. "This can happen in the
classroom noxless than in professional discussions. 1t should be noted, however,
that there are standard uses of terms and that we use words as we please at the'risk

- -

of being misunderstood or of confusing participants im discussion. . .
- . .

Causes as Content
: ‘

' Another type of knowledge teachers are concented with is cause-cffect. We
constantly use such expressiond as “results in.” “contril)utcs'to."'"(Ictcrmincs.."

“leads to.” “produces,” and is responsible for.” These are synonyms for
“cause.” Caase-cffect relationships are often difficult to identify and unravel.

, Ordinarily causal content is introduced when an event is to be explained or
accounted for. In some cases, the teacher may begin with a deseription of ah

' effect and then guide students in an exploration of its cause or causes. In other
cases, the point of departure may be a cawse followed by an ¢ffort to identify its

effeet. Tn the causce-cffect relationship, however. the most significant clement for
consideration is the evidence that a cayse results’in a particular effect or that a |
given cffect is attributable to a parhcular cause or causes. L el
To deal with causal, relationships requires, among other tllmgs that thg o
tcacher understand the different kinds of causal l'Cldtl()llS ) |1crc are at least four, j
as follow’>: |

—the relationship in which x is necessary and sufficient to praduce y.

Example: the polio virus is necessary and Sufficient for anindividual to become , |
Al with polio: without the virus, polio will not occur,  and nothing clse is B
necessary for the discase to occur. |

o sSmith and others. A Study of the Strategics. pp. 96-12+4.
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¢ l'L‘ldtl()l\SJllp in which x s necessars to |)roducc v, l‘\dnrplc an

‘individual will not learn to judge \\Clghts if there is nd” feedback; feedback

mecessary for an individual to leam to judge weights but it is nat sufficient, In
addition. the individual must have C\pcncncc in hftmg \\Clg,hts‘of' varving
magnitudes under %pccnﬁcd coriditions. * .

—a relationship in which x is sufficicnt to moducw l’.\dlll]}l(.‘ ‘when cost of
labor inercases. the price of what is produced rises. Labor cost is sufficient to

bring,about price increase. but inercase can oceur even when labor costs do nat—

risé.- ln other words, rise in leor Losts is not necessary for price, inereases.

—a relationship i tliich ¥ contributés to the production ()f) [ixample:
competition amoyg nations for natural resourees helps to. induce war, but such
unnpctltlon is neither necessary mor sufficient to bring it ahl)‘t

~ Thefe is now little opportunity in prograi fpcd‘lgoglc(ll preparation for
teachiers to Icarn these various relationships, t:s:\nothmg of lcarmng then in
situations witere they €an Irave experictice analvziig evidenee for and against
causal ‘claims. For thm reason, analysis of causal relationships is too often
mgf'cctcd not only in social scicnces but also in thc more quantitative disciphings

L)
- such as physics” and chemistry, : "

,.
e

Morcover, the mere teaching of causal rcldhonslnps is insuffhicient. Jhe
student muist also’ learn thc different tvpes of caukal relationships, that causal
relations are always cmpm(.a] and-that beliefs, feclings, private expericnee, and
appeals to so-ca ed occalt ¢vents do not constitute evidence. T

It is an anomaly that M® culture where rigorous logic and precise
proccdurcs have pmhul back the frontiers of knowledge about ourselves, about
clementary particles, about the nature ofthc cosmos and its heginning, abouit the
origins-of life and homo sapicns that we are witnessing the rise and growth of all .
sorts of cults, superstitions, and fears. Could it be that the human brain is
overcomg by the mind-blowing concepts of time, space, velocity, and the density
and l'(.‘ldtl\lt\ of events that daily float before our eves on the screen? Or could-it
be that we have not vet learned how to build mental struetures to support them?

-Or.maybe we have not learned to think like scientists about ourselves and the

world out there.

Values ‘as Content

¢

The final type of content consists of value knowledge. This type of

“knowledge is often confused with attitudes. To have an attitude is to_be for or

against something—an cvent. object. . or whatever.” Value know lcdgc is a
particular kind 0% coneept, a coneept whose instances are determined by
preferential criteria which arc usually \agucl\ recogpized. if at all, dlld tv pudll\
controversial. :
Valuc knewledge consists of some sct of objects that are rated by criteria. 1o
value something is to rate it, When we say that an orange, for example, is good
we have implicitly rated it b\ some criteria. If we are asked why we say it is good, |

“our reply might be that it is juicy, secdless, and sweet. We might add that xtslnps

O
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well and that the peeling's texture and colar are attractive. 1n this case there is an
object torbe evaluated: namely, an orange. In addition there is a value word—
“good”—and a set of criteria by which the orange is judged to he good. Whether
the cvaluation is about such’ things as conduct, beauty, truth, or whatever’
evaluation will consist of mtmg something by criteria, recognized or not.?

- Controversies about mattérs of value may arise from a number of sources.

' ['hcrc may be disagreenment .1bout\\hgtl)cr the object has'the particular qualitics

astribed to it by the criteria. The disagréement is then about fdcts Controversy
may also arise from diBagiccment about criteria. -In this evente the differences
among individuals absut the worth of the object may be more difficult to resolve,

In'a history class, the question arose as to whether or not John Quiney Adams
was a strong president. Some students maintained that he was strong while others - |

held the contrary view. As the discussion proceeded it hecame evident that there
were differences about crltcrm The teacher was quuk to scc this and made the.

" following observation:

" extends into and through all school subjects and into a neglécted area of

You know. there is a difference in the definitions of terms here, don't voul. You
defne ‘strong prcsulcnt\ as.self-willed and usually defiant. But Jack has definedsit as the
president is strong in his abilite to get his own program acrss..

Now, these eriterja—"sclf-willed and "dcﬁ.mt'#md “ability to get lis own
prograni across —can be analyzed and discussed and i agreement can e
reached about them, consensus can be obtained as to thc rating of Adams as
president. Otherwise, there will be different ratings. .
The handling of value knowledge is difficult and the operations far more
complex than this bricf analysis s uggcsts Suffice if to say that valhe I\II()\\]L(]gL‘

cducatlon———moral Londuct
©

Content in Relation to Goals and Objectives .

In curriculum development it is important not (m]\ to understand the
nature of content.but also to Zonsider its relation to educational’ goals. It is
sometimes claimed that therg is @ direct connection between content and the
goals of the school. But this'is not necessarily so, and in many cases the
conncction between content and goals is very tenuous and mdlrcct if it exists at
all. Consider, for example, these goals. To develop

l Good character and self-respect

2. Feelings of self-worth. dnd pride in one s \\()rk ' .

3 Goodcitizens -
« 4. Good family members.
As we survey thc content of the curriculum, it is indeed difficult, if not
nnpossnblc to |dcnt|f\ the content whose mastery. would result in any of the

-

¢ A

“Laurence 1. Metcalf. ed.. Values Education. $1st Yearbouk nf the N mmml C mmul for the
Social Studies, W .nluns,ton D.C. NGSS 1971, passim.
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foregomng goals By means of h(.ts definitions, prmuplu ~and values, we
comprehend our environment. solve : problenss, - and tlnmm,h svithesis and

" insight contribute to the“advancement of knowledge. They enable us to create
new technologies, ihorease work efficieney, and facilitate the management and

direction of complea social institutions. But such knowledge does not make us
“hetter marriage companions, better citizens, more humane, more self-respect-
ing, or more likable, no matter how well it is mastered. In short, the connection
hetween curriculum content and tidsé woals is indireet and tenuous at best.
Not so instructional objectives. ‘These are derived from the content and how
it is hdndkd ‘cognitively, as when'it is memorized, comprchended, interpreted.

applied, ailized. and synthesized. If properly formulated, these objectives tell

us whiat the student is expected to leam and the sort of behavior that will be taken
as dgchicatom of learning, But dependability of inferences we makesabout the
future behavior of the individaal in relation to other individuals, of indeed what
© g or she will-do with the knowledge thus gained. is at best uncertain, In fact, if
teachiers were not only to teach the content but also to control the use in ‘out-of-
school lifebf what their students learn’ they would thereby l)uonw’umndgers of
* human behdvior, a role which no society is likely to tolerate,

Granted that tly, mt.mgll)lu referred to above are important and that the
school is nmnddtcd to ‘imfluence the character of its students, the question
naturally ariscs as to how and under what conditions such influence is exerdised.
I it does not-come about through th(.‘ﬂt!‘l(l\ of facts, dehnitions,. principles, and
“value corteepts, how docs it occur? The? Saswer to this question is by no means
certain. We do not know jast how much cffeet the school has in these regards nor

how such effects are creited. On conceptual grounds, it would appear that these

intangibles are induced partly by the school s informal enviroinment, partly by
the Cld%l’OOl]] atinosphere, and partly by the behavior-of the teacher and the
student’s peers. The school’s influence is broader thau instruction in the content
of the curriculum.™ It is well to point out, however, that while we honor the
goals of education, the attention given to them in formal curriculuri planning
o in the conduct of ‘instruction is more verbal than real,

What the teacher knows, or should know, abqut thic content. of instruction
is different from that-of ancrsom no matter how well educated they may be.
The teachershould kno\\ the different ways ()fscqucnung content, how to judge
its diffictilty. how to relate it to the experience of learners, how to assess its utility,
how to take it apast and put it back together in new rcldtlonshu)s. and how to
recognize and analyzc its differefit forms. .

Although there is little empiricdl’ evidence to qupport the view tlfat the
teacher’s understanding of thc various forms of l\nowltdgc and how to handle
them makes a diffefence in student ledming, there. are good reasons to look
fonmnTTﬁnnprmcmcnt in the rate of learning with an increase in the ability
-of tcachcrs to handle forms ()f knowledge. T'o say the least, the contribution of

-

vB. Othanel Smith and Donald S, Orlosky. Socialization and Schooling (Blmmnng,h)n Phi,

de Kappa. 1975, ppa 39-55. .
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curriculum pr.u.tlhuncrs dll(l scholars to thc cffcchvcncss of instruction may be
related dircetly to exploring the fonus of cum(.ulum content in both rt.scarch
and ‘pHictice.

.
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Chapter 4

Goals and
Objectwes

Ronald S. Brandt and
Ralph W. Tyler

tether planning for -one. ¢lassroom or many, purriculum dcvcldpers
\;\/ must have a clear idea ‘of what they expgct students to learn.
Establishing goals is.an important and nccessary step because.there zre
~ many desirable things students could fearn—more thaf schools have time te
teach them—so schools should spend valuable instructional time only on Iugh
priority learnings:.-
' Another reason for clarifying goals is that schoos must be able to rcsnst'
pressures from various sources. Some of the things schgols are asked to tcach are
untrue, would hinder students’ development, or woul help make them narrow,
bigoted persons. Some would focus students’ lcarning so. narrowly it would
-reduce, rather than i increasc, thelr life optlons .

Forms of Goals and Obiect_ive's '

Statements of intent appear in different forms, and words such as goals,
objectives, aims, ends, outcomes, aiid purposes afe often used interchangeably.
‘Some peoplc find it useful to think of goals as_Jong-term aims to"be achicved
eventually and objectives as SpCClﬁC learning students aré to acquire as a result of
current mstructlon

Planners in the Portland, Oregon area schools say thcse dlstmctlom arc not
clear enough to meet organizational planning requirements. They use “goal” t
mean any desired outcome of a program; regardless of its specificity, and

“objective” only in connection with program change objectives, which are -
defined as statements of intent to change program elements in specified ways.
Doherty and Pcters (1981) say this distinction avoids confusion and is consnstcnt
with the philosophy of “management by objectives.”

They refer to three types of goals: instructional, support and management.
'Educatnona] goals are defined as learnings to be acquircd; support goals as
services to be rendered; and management goals as functions of management,
such as planning, operating, and evaluating. Such a goal structure permits -
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evaluation: to focus on neasures of learning acquired (educational outcomes);
measures of quantity and quality of service delivery (support outcomes), and
measures of quality and Cff(.Cth(.n(.SS of management functions (management
outcomes). . . .
“ The Tri-County (-oal Dculopmcnt Pro;cct ‘which has publmhcd 14
volumes contdlmng over 23,000, goal stateruents.! is concerned only with
educational goals. For these collcctlons the followmg distinctions are made
within the general category of “goals™; Co

System level goals (set for the school (hstnct by the board of ulucatlon)

Program level goals {set by curriculum ersonncl in each subject ficld)

Course level gaals (sct bv groups of teach rers for cach subjeet or unit of
mstructiont) .

" Instructional level goals (set by mdmdual teachers for daily plannmg)

Examples of thiig outcome hlemrchv are.shown in Figure 1.

What distinguishes this system of terminology from others is its ruogmhon
that a Jearning outcome has the same essential character at all levels of planning
(hence the appropriatefiess of a single term, goal, to describe it); and that the
level of gencrality used to represent leamning varies with the planning require- -
nrents at cach level of school organization. The degree_ of gencrality Lhmcn for
plamsing at cach level is, of course, a matter of |udgmunt there is mo “*correet”
lmcl but only a seuse of appropriateness to purpose.

lcachcrs curriculum specialists, wiid universitv consultants who \\ntc and

_review course goals use thc followmg gmddlms (Doherty and Pctus 1980, pp.
26-2 ,)
Is the stated Lduc:dtlonal outcome potentially slgmﬁc‘mt’
: 2. Does thc goal begin with “The student knows . . " ifit is a knowledge
goal and “The studént is able to'. . " if it is a process goai?

Figure 1: E.:ka.-z::'aples of Gdals at Each Level of Planniné_

System Goal: The student knows and is able to apply basm smentlflc
. and technological processes.
Program Goal:  The student is able.to use the conventional Ianguage
- instruments, and operations of science.
Course Goal: The student is able to classify organisis accordmg to
, their conventional taxonomic categories. .
Instructional Goal: The student is able to correctly classify cuttings from
‘ ' the following trees:as needleleaf, hemlock, pine,
spruce, fir, larch, cypress, redwood, and cedar.

i

o
tAvatlable from Commiercial-Educational Distnbuting Scrvice, P.O). Box 4791, Portland. ()R
97208,

°
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3. s the goai stated in language that is sufficiently clear, concise, and -
appropriate? (Can it be stated in simpler language and/or fewer words?)
“+. Can learning ‘experiences be thouglit of‘that would lead to the goal's
achieverpent? :
5. Do curricular optlom exist for the goal's achm'uncnt’ {(Methodology
should not be a part of the learning outcome statement.) o
- —6:~Dots the-goal clearly eontribute to'the attainnient of onc or more of the
program goals in its subject arca?
*7. Can the goal be identified with - thc‘appro“matc level of ‘studcnt
du'clopment? )
.Z7'8. Can criteria for evaluating “the goal bc identified?
. Curriculum developers need to decide the types and definitions of goals
< most useful to them and to users of their materials. Some authors advisc av ondmga
vagueness by using highly specific language.? Mager (1962) and other writers
"+ insist that words dehting observable behaviors, such .as “construct” and ..
“identify” should be used in place of words like “understand™ and * apprccnatc
Others reject this approach, claiming that behavioral objcctives “‘are in no way
adcquatc for coneeptualizing most of our most cherished educational aspira-
tions™ (Kisner, 1979, p. 101). Unfortunately this dispute has developed into a
debate about "behavioral objectives rather than dialogue over the kinds of ©
_bchavior appropriate for a humane:and civilized person.
The debate is partly semantic and partly coneeptual. To some persons the
word “behavior” carries the ineaning of an obscrvable act, like the movement of -
. the fingers in typing. To them;, behavioral objectives refer only to overt behavior.
Others usc the term bchavnor to emphasize the active nature of the leamer.
They avant to emphasize tMarners are not passive receptacles but living,
* reasoning persons. In this sense behavior refers to all kinds of human reactions.
For examplc; a “detailed set of ¢ ‘behavioral goals” was prepared by l*r(.nch
- and associates (1957). Orgamzcd under the major headings of * ‘sclf-realization,”
“face-to-face relationships,” and “membership in large organuatlons,"Behavior—
al Goals of General Education in High School includes aims such as “Shows :
growing ability to appreciate and apply good standards of performance and
artistic principles.”. These are expanded by illustrative bch‘a\'iors such as
“Appreciates good. wogh anship and desngn in commercial products.” o
""" The other aspect of the debat: over behavioral objectives arises fom
focusing on limited kinds of learnirig, such as training factory workers to perform
specific tasks. The term “conditioning” is cominonly used for the leaming of -
“behaviors*initiated by clear stimuli and calling for automatic, fixed ‘responses.
Most driving behavior, for cwarr}plc consists of conditioned responses to trafhic
lights, to the approach of other cars and pedestrians, and to the sensations a
driver receives from the car’s movements. Conditioning is a necessary and
v nnportant type of lgaming,

. .
*Collections of “measurable objectives® may be purchased from lnstrucnonal Objectives
Exchange. Box 24095-M. Los Angeles; CA 9002+4-0095%
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In some situations, though, an augoumhc response is inappropriate. Armore
: complex model of learning compatible with development of responsible persons
. in a changing society conceives of the learner as actwc]y secking meaning, This

implies understanding and conscious pursmt of one’s goals. The rewards of such
leaniing include the satisfaction of coping with. prob]ems successfully. o
Y Planning curriculum for sclf-dirceted learing requires goals that are not o
. directly observable: ways of thinking, understanding of concepts and prmcnpies,
‘ broadening and- dcc{)emng of interests, ¢hanging' of attitudes," developing
. satisfying emotional responses to “acsthetic experiences, and the like.
' Even these goals, however, should use terms with clearly defined meanings.
Saying thata stadent should “understand the concept of freedom” is fartoo broad
and ‘ambiguous, both- becausé - the meaning of the term “concept” is ot

, sufﬁcu.ntly agreed on among ccTucators, and begause concept words such as
-~ “freedom” have too great a range of possible informational loadings to ensure

“+ ..o 'similar interpretation fromn teacherto teacher. If used at all, Such a statement
would be at the program level, and would requirc mcrcasmglv specific
elaboration at the course and lesson plan levels. :

» Some educators find it uscful to refer ‘to a particular type of g(ml as a

;. competency. ‘Used in the carly 1970s in connection with Oregon’s cffort fo
rclate high school mstructlon to daily lif¢’(Oregon State Board, - 1972), thcetcrm
“minimum competency” has become-identified with state and district testing
: programs designed to ensurc that students have a minimum level of basic skills
i before being prompted or graduated. Spady (1978) and other ad¥ocates of |
= performance based education point out that competency involves more than o
“capacities” such as the ability to fead and calculate: it should refer to application
of school-learned skills in situations outside of school. .

One definition of competency is the ability to perform a set of related tasks
with a high degree of skill. The concept is especially useful in vocational’
education, where a particular competency can be broken down- through task -
analysis into its component skills so that teachers and curricilum planners have
both a broad statement of expected performance and an array of skills specific
enough to be taught and measured (Chalupsky and others, 1981).

Consideratjons in Choosing Goals

organized knowledge, the nature of secicty, and the nature of learneys (Tvier,
1949). An obvjous sourct is the nature of organized ficlds of §tudy. Schools teach T
music, chemistry, and algebra because these fields have been dc»clopcd through
centuries of painstaking inquiry. Each academic discipline has jts own concepts,
principles, and processes. It would be unthinkable to neglect passing on to future
. generations this priceless heritage and these tools for continued learning.
Another factor affecting school goals is the nature of society. .For example,
. the goals of education in the United States are quite different from those in the '
: Soviet Union. In the United States we 'stress individuality, competition,-

|
|
\
|
\
|
|
. "Educational goals should feflect threc important factors: the naturc of :
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creativity, and*freedom to ¢hoose government officials. Sovict schools teach

loyalty to the state and subordination of onc’s individuality to the welfarc of the”

collective. One result is that most American.schools offer a great many clectives,

v " while the curriculum in Sovicet schools consists mostly of required subjects. For
" example, all students i the U.S.S.R. must study advanced mathcmatics and
_science to serve their technologically advanced nation (Wirszup, 1981). '

U.S. schools have assumed, cxplicitly or implicitly, many goals related to

me nature of socicty. For example, schools offer drug'tducat.on, scx cducation,

driver education, and other programs becausc of concerns about the values and

behavior of vouth and adults Schools teach visual literacy, because of the

lnﬂuence oft,dcusmn consumer cducahon because our cconomic system offers'

o so many choices, and cnergy education” because of the shortage of natural-

- * . resources. :
, A goal statement by Ehrenberg and Ehrenberg (1978) spcuﬁcdllv recog-

* nizes the expectations of socicty.” Their model for curriculum development ,
~ .begins with -a statement of “ends sought”: “It is intended that as a result of
", participating in the K—12 cducational program students will consistently and.

cffectively take intelligent, ethical action: (1) to accomphsh the tasks socicty

legitimately cxpeets of all its members, and (2) to cstablish dnd pursuc
worthwhile goals of their own choosing.” i

The curriculum development process butlined by thc Lhrcnbcrgs inv olvcs

*  preparing a complete rationale for the ends-sought statement and then defining,

fog cxample, arcas of socictal cxpectations. The work of the curriculum

devcloper consists of defining a framewogk of “criterion tasks,” all dcrived cither

from expectations of socicty or necessary to pursuc individual goals. Thesc tasks,

at various levels of pupil development, bécome the focus of day-to-day

. instruction. In this way, alf curriculum is directly reldted to school svstem goals.

- A third consideration in choosing goals, somctimes overlooked, is the

nature of lcarners. For example,: because Lawrence Kohlberg (1980) has found

that children pass through a serics of stages in their moral development, he,

belicves schools should adopt the goal of raising students’ lu’ds of moral
reasoning. Sternberg (1981) -and other “information processing” psychologists

Q

o

_ ~belicve that intclligence is, partly at least, a sct of strategics and skills that can be
learned. Their rescarch suggests, according to Sternberg, that schoolsccan and

should sct a goal of improving students’ intellcctual performance.

Recognizing that students often have little interest in knowledge for its own
sakc or iif adult applications of that knowledge, soime cducators believe goals
should not only be based on what we know about students, but shouild come
from students themselves. Many- alternative schools” cmphasize this source of
goals more than conventional schools typically do (Raywid, 1981).

While knowlcdge, socicty, and learners arc all legitimate, considerations,
the thirce are somctimes in conflict. IFor exammple, many of the products of the
curriculum rcform movement of the 1960s had goals® based almost exclusively on
the nature of knowledge. The-emphasis of curriculum developers was on the

structurc of the disciplines” (Bruner, 1960). Goals of some curnc.uhn_ns failed to

. | 5() - - 3
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. fully reflect the nature of socicty and students, so teachers cither refused to usc
them or gave up after trying them for a year or two (Stake and Easley, 1978).
~ Inthe 1970s educators and the general public reacted against this discipline- 5

centéred emphasissby ‘stressing practical activitics drawn from daily lifc. Schools - s
were urged to teach students how to balance a checkbook, how to- ¢hoose
-economical purchases, how t o\complctgqrmb apphczltmn and how to read a
traffic ticket. Carcer education enthusiasts, not:conteit with thc reasonable idea ,
that education should help prepare studcnts for satlsfymg carcus clalmcld that - -
all education should be career-rclated in some way. i R

Confhcts of this sort between the academic and thc practical are pcrs,lstcnt .
. and unavondable, but curriculum developers err if they emphasize only one '
L source of goals and ignorc the others. If noncducators are preoccupied with only
/ onc factor, cducational lcaders have a rcsponsll)lht\ to stress the importanice of”
s the others and to insist on-balancc. , » N

H

s Scope of the School $ Responsnblhty - b

There hdve been many attcmpts to dcfine the gcnua] aims of schools and
school programs, including ¢he well-known, Cardinal Principles listed by a

* national commission in 1918. Thc seven goals in that repert—health,” funda-
mental processes, worthy home membership, vocation, civic education, \vorthv
use of leisure, and cthical character—enconipass nearly cvery aspeet of huiman’
existence, and most goal statements written since that time have bccn cquallv
comprehensive. *

Some authors contend that schools arc mistaken to assume such broad
aims, Martin (1980) argued that intellccthial development and,citizenship are the
only goals for which schools should have primary responsibility and that ogher o

.institutions sfiould be mainly responsible for such goals as worthy hothe
membership. Hc proposéd that schools undertake a n(.w role of coordmatmg o
educational efforts of all community agencies. v

" Paul (1982) reported that in three different communitics large nl@lbcrs of

*" teachers, students, and parents agreed on a limited sct of goals confined mostly to
basic skills. Paul contended that schools often confuse the issue when involving
“citizens in setting goals because they ask what students should leam rather thah

" what schools should teach. Goal surveys conducted by her organization showed,

7. shesaid, that adults want young pcople to develop many qualitics for \Vthh they -

' do not expect schools to be responsible.

" Undeniably, the aims and activities of U.S. schools arc multiple and .
.. diverse. They not only teach toothbrushing, crafts, religion, carc of ammals '
C advertising, cool\mg automobile rcpair, philosophy, hunting, and chess; they v

-.also provide hcalth ‘and food scrvices to children, conduct parent uluc‘lhgn

"o classes, and offcr acvariety of programs for tic clderly.” Periodic review of these

T - obligations is clearly in-order. However, in trying to delimit their mission schools ’ [

, ~must not minimizc concern for ([lld]ltl_(.s that, though hard to dchnc and

2+ develop, distinguish educatedepersons from. the less educated. '

.t
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A carefully refined statement of goals of schooling in the Ul]itC(l States was
developed by Goodlad £1979) and-his collcagu(.s in edunection with their Study
of Schooling.” Deliberately derived from. an mml)%ls of hundr(.ds of goal

- statements .!doptcd by school dishicts and state departnients of education so as to
‘reflect accuratély the currently declared aims of American education, the list
comprises 65 goals in 12 categories, includiig “intellectual development,™ “sclf-
coricept,” and “moral and cthical character.” : :

An cqually, broad st of goals i used in Pennsylvania’s Educational Quality
Assessment, which includes questions intended to measure such clusive aims as

“understanding others™ and “sclf-cstcem.” School districts must give the tests at
lcast once every five years as part of a plan to make schools accuuntable for the 12
state-adopted goals “V(Suvcrhng 1980). An adaptation of the Pennsylvania gouls:
was used by thé ASCD Conmnittec on Rescarch and Theory (1980) in
conncctlon with thcu plan for Measuring and Attammgthe Goals of Education.

In many cases schools: contribute mod(.stlv or not at all Yo helping students

——hecome lovmg parents and considerate neighbors. In other cases, school
experiences may Have lasting cffects on values, attitudes, and behavior. We .
believe school goals should include such aims as “interpersonal yelations” and
“autonomy,” as well as “intcllectual development” and “basic sk_i{ls" (Goodlad, - -
1979), although the goal statement should specifically recognize that most goals -
arc not the exclusive domain of schools but arc a shared responsibility with other
institutions, '

Establishing Local Goals

It is .usually helpful to begin identification of goals by listing. all the
promising possibilitics from various sources, Consider contemporary sociéty.
What things could‘ont's students learn that would help them meet current
demands and take advantage of future opportunities? General data about modem

" socicty may be found in Studies of economic, political, and social conditions.
Data dlrcctlv relevant to the lives of onc’s students will usually require loeal
studlcs which can-he made by older students, parents, and other local people.

Consider the background of the students: their previous cxperiences, things
they have already leamed, their interests,and nceds; that is, the gaps between
desired ways of thinking, feeling, and acting and  their present ways. This
information should be specific to one’s own students, although gencralized -
studics of the development ofchlldrcn and youth in our culture \wll suggest what

5 0

to look for.
Consider the potential of the various subject ﬁelds What things could onc’s
- students learn about their world and themsclves frem the sciences, history, - .-

literature, and%vo on’ What can mathematics provide as a resoufcc for thcn lives?
- Visual arts? Music? Each new generation is likely to find new possibilities in® »:
these growing fields of knowledge and human expression:
In the effort to identify possible goals-don't be unduly concerned about the
T forIn in which you statc these “things to be learned.” For examplc; you may find

1 N
. . o . t

R . 5 .. e
> * T A [N A N )




GOALS AND OBJECTIVES 47

~.

1 possibility 1 “learmn new ways of expressing emations  through various

" experiences provided in literature,” and another in “understanding how animal

ccologies are disturbed &nd the consequences of the disturbance.™ These are in
different forms and at different levels of generality, but at this stage the purpose 1s
only to consider carcfully all the promisiug possibilities. Later on, thoseselected
as most important and appropriate for one’s sludents cian be refined and restated
in common form so as to guide curriculum developers'in designing learing
experiences. At that point, it will probably be helpful to standardize terms and
definitions. At early.stages, however, cugriculum developers should use termi- ¢
nology familiar and understandable to teachers, principals, parents, and citizens

~rather than insisting on distinctions that others may have difficulty remembering

Y

and using.
The cumprchclm\c ligt of possible ()utwmcs should be carcfully \cruhm/cd
to sift out those that appear to be of minor importance or in conflict with the
school's educational philosophy. The list should also be examined in the light of
the apparent prospeets for one’s students being able to leam these things in
school. For example, we know that” things once learned are usually forgotten
unless there are continuing opportunities to .use them. So one criterion for
retaining a goal is that students will"have opportunitiés in and out of school to
tlnnk feel. and act as expected. We also-know that leaniing of habits requires
cmMtinuous practice with few crrors, so work and study habits should be selected
as goals only if they are to be cmphasized consistently i school work.
This procedure for identifving what students are to be helped to learn is
designed to prevent a common weakness in curriculum development: selection
of goals that arc ol)sgletc or irrelevant. inappropriate for students” éurrent level of

~development, not in keeping with sound scholarship, not in hanmony with

_pracess with opportunities for students. parents, and others to participate. This

>

v

Ainerica’s democratic philosophy, or-for which thc sch()()] cannot prov ide the

1

necessary learning conditions.

Arconmnon practice when planning L\‘l(llllllll is to-refer to pul)lnhc(l
taxonomics { Bloom and others, 1956; Krathwoh! and others. 19641, Taxonomies
can be uscful for théir original purpose—classifving goals alrcady formulated—
but they do not resolve the issue of the relevance of any particular goal to
contemporary socicty’ or to one’s own students. The Bloomn and Krathwoht
taxonomics arc organized in tenns of what the authors conceive to be higher or
tower levels, but higher ongs are not always more important or even necessary.
I typewriting, for C\amplc so-called ’]nghcr mental pmcc“u "interfere with
the speed and accuracy of bping,

A similar caution applics to uneritically taking goals from  curriculum
materials of other schaol systems. "The fact that educators in Scarsdale or some
othet district chose certain goals is not in itself evidence that they are appropriate
for vour students. ‘

Development of genceral goals for a school svstem should be a lcngth\

can be done, “for ‘example. by sponsoring “town mectings,” publishing draft

. statements of goals in local newspapers®with an invitation to respond  and by

| r W .
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48 FUNDAMENTAL CURRICULUM DECISIONS T
holding and publicizing hearmgs on goals sponsored by the board of education,
* ‘ . « . g et v .
A factor that complicates the matter-stIitsome sourees of goals are simply

- .ot subject to a majority vote. Knowledge—whether about physics, poctry, or

welding—is the provinee of specialists. Educators sometimes know more about
the nature of children and the learning process than many other adults in the
conmmunity. Nevertheless, in a democracy there is no higher authority than the

people. so ‘the pu)plc must bé imvolved in deciding \\lmt public schools are to

teach.
Most general goals, because thc\ arc so broad and because they deal with
major categories of human experience, are acceptable to most pcoplc Few will

quarrel with  goal sueh as “Know al)out human beings, their environments and

their achiesements, past and present.”™ The problen in developing a general goal
statcment is usually not to decide which goals are proper and which are not, but
to select among many possibilities those which are most important,_arc at the

“proper level of gcncr.lllt\. and arc at least partially the respansibility of schools.

While general goals are not usually controversial, more specific ones can
be. For example, parents might not quarrel with “Understand and follow

practices associated with good health,” but some would rejeet “Déscribe two

cffective and twy ineffective methods of birth control.™ Thus, parents and other
citizens should be involved in formulating course and program goals as well as
general svstem goals.

Uéing Goals to Plan Learning Activities

*
N N . T . M -' . . .
To-some extent, well-stated goals imply the kinds of learning activities that

would be appropriate for achieving them. For éxample, if an instructipnal goal is

*Solve word problcms Jequiring estimation invelving?use of simple fractions
such as 2 Va, 3. students would have to practice estimating solutions to
practical problems as well as lcarningdo ¢alculate using fractions. In many:
instances, however, ‘knowing the goal does not automatically help an educator
know how to teach ‘it. For example, to enable students to “understand and
appreciate significant human achievements,” one teacher might have students
read about outstanding scientists of the 19th centary, supplement the readings

‘with several lecturés, and give a multiple choice examination. Another teacher

might decide to divide students into groups and have cach group prepare a
presentation to the class about a great scientist using demonstrations, dramatic
skits, and s0 on. Forging the link between goals and other steps in curriculum
development requires professional knowledge, experience, and imagination.

. Afactor that distorts what miglit appear to "bea straightforward relationship
between go,lls and actiyitics is that ¢very mstruchondl activity has imultiplc goals.
‘The goal-setting process is sonmctimes scen as a one-to-onc relationship between
various levels of goals and levels of school activity. For example, the mission of a
local school system might be to “Oifcr all students equitable opportunitics fog a
basic éducation plus some opportunitics to develop individual talents and
intcrests.” “Basic cdutation” \\oul(l be defined to - IPcludc “Communicatc

5/ ’
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cffectively by reading, writing, speaking, obscrving, and listening.” A middie
school in that district might have a goal such as “Read and understand non-
fiction at a level of the average article in Reader’s Digest,” or more specifically,
“Students will be able to distinguish between expressions of fact and opinion in
writing.” _

While similar chains of related goals are basic to sound curriculum

+ planning, developers should never assume that such siniplicity fully -represents

the reality of schools. When a teacher is engaged in teaching reading he or she
must also be conscious of and teach toward other goals: thinking ability,
knowledge of human achievements, relationships with others, positive self-
conceept, and so on. -

" Not only must teachers adqress several officially adopted “outside” goals all
at once; they must cope with “inside™ goals as well. Although G oodlad (1979)
uscs declared goals to remind educators and the public what schools are said to
he for, he cautions that the ends-means model dogsn't do justice to the
educational process and offers, "as an alternative, an ecological’ perspective.
Insisting that school activities should ‘be vicwed for their intrinsic “vilue, quite
apart from their linkage or lack of linkage to.stated ends” (p. 76), he points out
that in addition to “goals that have been set outside of the system for the system”
there are also goals inside the S)stcm— ‘students’ goals, teachers’ goals, princi-
pals’ goals, and so on—and . thcsc goals arc not ncccgsanlv tompatll)lc (p.
D -

The message to curriculuny dcvclopcrs is that although "outside” goal$ and
objectives are fundamental to educational planning, “the refatiohship’ between

purposcs and pmchccs is more complex than if may scem. v N

Using Goals in Curriculum Evaluation

Some writers arguc that specific objectives are esseritial in ordér to dcsrgn

suitable evaluation plans and write valid test items. The ‘work of the National |
Assessment of Educational Progress shows, however, that even evaluators may -

not require objectives written in highly technical language.® National Assess-

ment objectives do not contain stipulations of conditions .or pcrformancc'

standards; in fact they are expected to mect just two criteria: clarity and
importance. The cducators, citizens, and subject matter experts who review the
objectives are asked, “Do you understand what this objective means? How
important is it that students lcarn this in school?” Objectives are often considered
clear und important even though they are stated bricfly and simply. When the
objectives have been identified, National Assessment staff members or consul-

*

%

' atonal Asscssmient has developed objectives for a number of subject arcas, includiiig art,

citizenship. career and occupational development, literature, mathcmatics, music. reading, science,

- social studies. and writing. Because they have been carefully writteri and thoroughly, reviewed. the

objectives and accompanying cxercises arc a helpful resource” for local curriculum i]uclopus
although they arc designed only for assessment, not for curricultini planning,

3
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. ¢ ... . . * '
tants develop exercises designed-to be operational definitions of the intended
outcomes. Conditions, standards of performance, and so on are specified for the
exereises, not for the objectives.

Summary

Setting goals is difficult because it requires asseibling and weighing all the
factors to be considered in sclecting the relatively few but important goals that
can be attained with the limited time and resources available to schools. The
demands and opportunities of socicty, the needs of students, the resources of
schojarship, the values of democracy, and the conditions needed for effective
learning must all be considered.

A common error is the failure to distinguish purposes appropriate for the ‘
school from those attainable largely through experiences in the home and
community. The school can reinforce the family in helping children develop
punctuality, dependability, sclf-discipline, and other important habits. The

.school can be and usually is a commuynity in which children and adults respect

cach other, treat cach other fairly, and cooperate. But the primary task for which
public schools were established. is to enlarge students” vision and ¢xperience by
helping them lcarn fo draw upon the rcsources of scholarship, thus overcoming
the limitations of direct cxperience and the narrow confines of a local
environment. Students can lecam to use sources of knowledge that are mgre
accurate and reliable than folklore and superstition. They can particijyte
vicariously through litcrature and the arts with pcoples whose lives are both
similar and different from those they have known. The school is the only
institution whose primary purpose is cnabhng students to explore these scholarly -
ficlds and to lcarn to use thém as-resources in their own lives. Great emphasis
shou]d be given to goals of this sort. ,

Goals arc’ frequently not statcd at the appropriate dcgroc of gencrality-
specificity for cach level of educational responsibility. Goals promulgated by
state_education -authorities should not be too specific because of the wide
variation in conditions among districts in the state. State goals should furnislr
gcnual guidance. for the kinds and areas of leaming for which schools arc
responsible in that state. The school district should furnish more dctailed

guidance by identifying goals that fall between the gencral aims listed by the state

and thosc appropriate to the local school. School goals should be adapted to the

background of students and the neéds and resources of the neighborhood,

especially the educational role the parents can assume. The goals of each teacher -
should be designed to attain the goals of the school. The test of whether a goal is

stated at the appropriate degree of generality-specificity is its clarity and

helpfulness in guldlng the cducatlonal activities nccessary, at that level of
responsibility.

When states list specific skills as goals and develop statewide testing
programs to mcasure them, they may overlooksa significant part of what schools
should teach: understanding, analysis, and problem solving. If students are

5J Ci
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taught arily to follow prucnbul rulcx thC\ will be unable to deal with varied
situations. Another common litnitation of such lists is their ueglect of affective
components, such as finding satisfaction in reading and developing the habit of
rcadmg to learn.
The form and wording of g ;,oal\ and objectives should be appropriate for the
*. " way they are to be used. For clarity, we have generally uséd the term “goal” for
©all statements of .intended lcarning outcomes regardless of their degree of
specificity, but we recognize that no one formula is best for all situations. The
~ criterion for judging goals and objcctives is their usefulness in communicating
" educational purposes and their helpfulness to tcachcrs m the planning of
cducationa) activitics. :
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good idea ‘may fail for the wrong reasons. Recognition of this fact has

LN\ propelled "needs assessment” into an integral part of curriculum develop-

ment in recent vears. But with this new status, a cloud hangs over the

ficld: A cloud that often leads to serhantic and real problems for those who want
to identify and justify needs and ‘want these needs to form the hasis of uscful

curriculum development. First, let's look at semantics.

framework for determining the scope and potential uscfulness of existing (and-
. : \

ER]

In the bnglmh language, “need” is used in many confusing ways: as a verb,
a noun, and as a verb used as a noun. Few words are asked to carry as many
(hE(:ant meanings. The net result of this imprecision in usage has been,
confusion about the word itself. as well as a growing ambiguity regarding means
and ends in education. Can a "need™ be both®a means and an end?

* This chapter is about “need™ as a gap in results and “needs assessment™ as a
process for identifving gaps in results, ‘\boutpl‘lcmg needs” i pnont\ order and
sclecting the “needs” of highest priority, and about why using “nceds assess-
ment” correctly can improve the uscfulness of curricuium. ‘Although we have
many varied perceptions of “need” and “riceds assessment” approaches, there is
as yet no consensus on operational definitions for use in curriculum develop-
ment. This chapter intends to provide such\uscful and practical definitions.

While not specifically *designed to be popular, just precise. a rigorous
concept of “nced” and “needs assessment™ might make it possible to enjoy all of
the richness of current (and less than appropriatq) uses and intentions of “need”
while specifving uscful distinctions between means and ends, And since a
functional “ncceds assessment” should provide a valid rationale for rcl‘ltmg means

. to validated cnds, scparating means and ends in ody langtiage and pr()fcssl(nml

work is essential.
This chapter will (1) review thc nm]()r “needs assdgsmgnt” modds lhdl hd\(.‘
been used, (2) define “need”™ and “quast-need, 7 i(3) 1dc\\1hf\ and pustlf\ an over-

“arching frame of reference in“which most “needs assessmient” models and

procedurés may be fit and successfully related, (4) Nro,\'idc an analytical

¥ a1
v




54 FUNDAMENTAL CURRICULUM DECISIONS

tuture) models and procedures, and 15 suggest some trends and reconmenda-

tions for a future usctul definition and use of “needs asseSsment” in curricnbum

developient. - S

For some time, Kanfman tsee 1972, 1952 and Kaufman and English, 1979)
has proposed .1 hiniting definition of “need™ as a gap between current results and
required results: a delineation of gaps in results, not in processes and resources.
This is often contrany to folk language (1 "need”™ money: we “need™ fewer
teachers: we “need” more accountabilityy and requires a shift to a more precise,

limited definition—the word "need” should be used only to rekite to gaps in
results. ‘ '

“Thus, “need” when used only as a noun will allow us to select Mmicans™ or
intenventions (such as schools, curriculum, yocational education, liberal arts
education) hased upon closing important gaps in resuit: A more uscful linking
between “mcans”™ and “ends"—solutions relaled to gaps in results—is ‘possible.
With this perspective; we will witness a reduction in scleeting educational means

tlut do not close the gaps in ends.

If one were to use the word “need” only as a gap in results, then one would
be free to choose, among powl)lc alternatives, the best wavs and micans for
closing the gups between “what is™ and “what should be™ i results. The st
forcrummers of needs assessiant, emerging with Ralph Tvler's writing on

objectives and needs, allowed, however, for a type of need that would be better

called a “quasi-nced™ a gap in processes and/or in resources tKaufman and
Thomas, 19580: Kaufman and others, 1981). A "need™ is therefore a gap in results
between “what is™ and "what should be.” A “quasi-nced™ is a gap in inputs,
resources, ingredients, and/or pracesses and means; a gap in anvthingother than
a result. .
' A “needs assessment” is a process that consists of the determination of gaps

in results between “what is™ and “what should be,” placing the gaps in priority.

order for closure ¢ meeting the needs™, and sclecting the gaps in results of the
highest priority for closure. Some would criticize this approach as too narrow
tScriven and Roth, 1978), but it is belicved that only whenneed” is viewed as a

gap in results will the process of curriculum dL\cl()pmcnt make.the kind of -

nmpact that improves learer performance in valid and desirable ways:
Curriculum is a means to an end. 1t should be |u<lg<.d as a means and

+ changed accordingly. If our initial approach precludes analyzing curriculiin as a

-
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“means,” the curriculum developer may be misled into believing that he or she
. rhad the right (arid only possible) solution, which ended up not being responsive
to the actual prol\lcm “Perhaps this curriculum-is-the-end-not-the-means think-

ing is best captured in the phrase, “The operation was a success, but the patient

died,”

¢

6

Education in Context: The Organizational Elemgnts Model

Building upon the distinction between “means™ and “ends,™ the following
is a formulation for relating organizational cfforts, organizational results. and
L

”
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Figure 1.

e

&4

WhatIs Possible Means \ | What Should Be
(resuits) (e.g., curriculum) ' (results)

(After Kaufman and English, 1979)

societal impact and. usefulness. This is called *“The Organizational Flements
Model™ (Kaufman; 1982; Kaufiman and Fnglish, 1979; Kaufiman zm(j_-'l'honms,
1980). Let's take a closer look at the basic parts of this model.

t

Organizational Efforts

: In getting things accomplished, any organization—be it a school. a school
., . district, or cven a business—uses ingredients and resources. and orchestrates
these to achicye results. There are two types of organizationgl cfforts: “inputs”
and “processes.” ' ‘ _
<" Inputs: the existing ingredients, raw materials, resources, laws, “needs.”
rules, -objectives, regulations, and people that exist, who are available, or are
required“to be used by an organization. '

Inputs may include currently such things as personnel, laws, rules,
regulations, goals, objectives, and “needs” statements. Buildings, equipment,
and Tacilitics that are in the current inventory' are also “inputs,” as are current
and available budget. And the most important “input”™ of all is lecamers,
including their unique values and characteristics.

‘Processes: the how-to-do-its, “mecans,” and procedures used to convert the
inputs into results. h

Processes are the ways and means by which one is the~steward of the
resources, orchestrates them, and puts therh to work. Processes are the methods-
means, the how-to-dosits, for achieving results, including curriculum. courses.
teaching-lcarning methods (such as team teaching, differentiated staffing, com-
puter-based instruction, teaching of basic skills, planning, competeney-based
education), testing (but not the test results), and teaching itself. Processes take
most of our cducational time, cffort, and ‘cnergies™they are the how of
education. [t is critical that processes be the correct ones in order for educators to
wiselv use:resources and-achicve useful results. But inputs and processes alone <
only intend to achieve results.

<
Organizational and External Results R . t
Thers are three varieties of results that are of concern to education: .
“products,” “outputs,” and “outcomes.” Unfortunately, the literature and | .

common language usage intermix these three words. A unique word usage for
[

g
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~ning. and resulting efforts, one looks to the ultimate contubution of learners in
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cach of these three kinds of results is uscful, practical, precise—but nonconven-
tional. In the context of the Organizational” Flements “Model (Figure - 2),
“products™ and “outputs™ are two types of organizational results; outeoriies are

external results. N
Products: the en route results o school or (.(lll(.;ltl()lldl system achieves
utilizing “inputs” and “processes.” .

"Products” are usually the rosults of g,rc‘ltcst congern to teachers dnd
learners alike: the completion of a course, or passing a test. Auother "product” is
avalidated course of study that has been deyveloped and is available for otiers to
use (as an “input” after it is completed and proven), or a self-instructional
module that has been proven and validated.

“Produets™ include the most commonty observed learner au_()mphsluncnts
and teacher accomplishments such as the completion of a course in history, .the
completed painting of a landscape, the passing of a tenth-grade competencey test.
"Products™ are the results achieved by leafners. teachers, or beth.

Outputs: the resultsdelivered or deliverable by thc ceducational ovganization.
to society. .

I dmplcs of “outputs” include graduites of high lS’(.h()()l or persons with
certified Job-entry skills, When an organization gathers all of its “products™ and
has them dclivered or deliverable to socicty, they are “gutputs.” “Outputs™ imnark
the transition point between what an organization®uses and produces, what it

achieves, and thc impact and effects the ()rg‘mu‘ltu)nal results have in and for

society.

Outcomes: are the cffects or impact the “outputs™ have in and for socicty.
lhcsc are the external or outside-of-school results (o indicators of results) that
deteymine the utility of organizational efforts and organizatioval results in and
for socicty. '

The emphasis upon and mcluklon of C\tcnml socictal results allow the
Organizational Klements Model tg be holistic and not just concerned with the

.

organization or parts of the organization. It requires the additional concern for

education as a means to socictal ends {(Kaufiman, 1972, 1982),
By considering "eatconies™ in educational “needs assessment” and plan-

“society, and the ways in which education may help learners help themselves to

be successful ‘in todav’s and tomorrow’s world and legally chapge that which
should be changed. 1t counts on and builds toward a constructive, participative,

~changing society and world. The use of all of the Organizational Flements is:

considered ta be a “holjstic™ approach (Kaufman and Stal.enas, 1981).

Ihc relationships among the ();ganlzdtlonal Elements are shown in i igure
» B P

This f()rmul‘ltmn s uscful in allowing onc to rcl‘ltc the factors of success {or ~

nonsuccess) and to note that most organizational. efforts (curriculum, teaching

methods, coursé content, and so on) are most uscful when related to both

intcrnal results ("products™ and Zoutputs™) and esternal results (Coutcomes™).

‘There are two reasons for doing a "needs assessiment™ vou have to or vou
- .

¢
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i‘-‘lgure 2.The ’Oi'ganlia't»l"onal Elements Model (OEM) Including Some Educational Exa‘mples of Each and the
~ Relationship Between the Elements and the Internal and External Frames of Reference '

L INPUTS> PROCESSES > PRODUCTS > QUTPUTS>

i : QUTCOMES >
3 " eg., Money e.g., Staffing Patterns.  e.g., Courses Compléted - e.g., Graduates , e.g Individual and Group
. ‘ . : ' - ! Self-Sufficiency
a Time Competency-based .. Completed Semester Certitication 1 Contribution ‘
y Building ~ Education (or Testirig) Validated Learning Job-Entry skills | (current and future)
‘ Tegehers Open Education © Materials -+ Licensures ' '
Leggners * . Inquiry _ Aquisition of a specific . VS
Objectives-  Systems-Approach skill, knowledge or o '
¢ (Existing)  Organizational attitude \
’ ‘Needs Development. ' ' '
(Existing) ~ Curricubim - .
o e I
. INTERNAL EXTERNAL -
'ORGANIZATIONAL EFFORTS ORGANIZATIONAL RESULTS SOCIETAL IMPACT
L ’ " Types vahesul'ts- .
. ,V . . (After Kaufman, 1982) -
Gt b | '
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want to. The have-to’s usualli find interesting ways to look at gaps and usually
find- nothing requiring substantive change. ‘The want-to’s have a more difficult
and cha]lcngmg regime. L

Myny well-intentioned efforts in- cducation scgm to™fail or do not reach
expected levels of success. This is vften explained by the fact that “organizational
cfforts™ and “organizational results” were not forntally derived from justified,
5ocutall\ usefub results (Kaufian and Euglish, 1979),

\

- Applying the Organizational Elements Model (OiiM)"

:\\'

We noted carlier that a nccd is a gap in resulfs l)ct\\u 1 what is™ and

» “what should be.™ . .

. Thus, for cach clement i the Organizational Elements Model (()lu\l) we -
determine gaps between “what is™ and “what should be.” Figure 3 shows the
"OEM and the two dimensions of “what is” and “what should be.”

~ One may proceed through the Organizational Elements Model, moving
from “inputs” to “processes” to “products” to "outputs” and finally to “out-
comes” for the “what is” row. Then, after detefmining "what is” for cacheof the -
Organizational Flements aud specifying each in measurable performance terms
(see Mager, 1975) one may turn the corner and determine “what should be” for

: cach of the clements, moving from * outu)mcs to ' output\ to “products” to .

l; -~ “processes” and, finally, . to * mputs

' Based on this collection ‘of data for cach of the ()l’g;llll/dtl()lhll Flements.,

“and for each of the two “need” dimensions of "what is” and “what should be,”

onc may detcrmine gaps. But not all gaps are rcally “needs™ The possible types
of gap analyses are shown in Figure 5 and indicate the three types of “needs™ and
two types of “quasi-needs.” Based upon the gaps (both "needs™ and “quasi- -
néeds™) one may determine: S .
o What should be changed to be responsive to the “needs™ >
® What should be continued to ensure that suceessful cfforts and uscful ,
results currently bung achieved do not gct climinated
Then :
o What alternative ways ancl means may be considered to close the gaps tlmt
should be closed and continue cfforts that are currently suceessful .
- ® What arc the curerttly suceessful methods-means to be continued ”
: Then : ) N

@ Sclect the best w ays and means to dclm.'\c the results, both changes aind

Y

»
l . ES

- continuations

Then .
: ® Implement R
‘e Determine cffectiveness and cfficieney
® Revise as required.

) : : ’ /

*This section is based on Kaufinan and Thomas, 1980, Kanfinan and Sothers, 1981 and
Kautman, 1952, . .




- . - . . (R
. ': . : -0 LI Y

Flgure 3: The “What Is" and “What Should Be” Dlmensmns of the Orgamzatlonal Elements Model

INPUTS PROE{SSES PRODUCTS . OUTPUTS OUTCOMES
- ' WHAT IS R o
X CWHAT R
SHOULDBE - | ., . I
N ; (From Kaufman, 1982; Kaufmarand Thomas, 1980) )
3 Figure 4. A Sequence for Determining “What Is” Aty
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Figure 5. Designing Needs Assessinents and Evaluations Based on the Organizational Elements Model
. " INPUTS  PROCESSES PRODUCTS  OUTPUTS ' OUTCOMES °
) . . * . . - - T . - -
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. WHAT - S . ammmw &
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' ' ST e A ’ o (After Kaufman©®and Thomas, 1980)
Figure'ﬁg Possib}e Gap°Analyées: Three Related to Needs and Two t6 Quasi-Needs
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Needs Assessinent and Evaluation

“Needs assessment” and evaluation are not the same, nor is one a subsct of
the other. They are related, however.

“Nueds assessments” are coneerned with gaps bct\\ccn \\lmt is” and "what
should be"—with the emphasis on should be. ;

Evaluations are concerned with gaps between bwhat is™ and what was
“utended—artd thus can only be concerned with a system in current operation
{Kaufman and Thomas, 1980),

If onc is willing to change the current goals’and objectives, then nculs
assessment,” with its concern with “what should be," is the technique of choice.
If orie wishes only to look at the gaps between accomplishments dnd intentions,
then only evaluation s r(,({llll'(.d

“outcomes.” Faaluations may be accomplished for cach of the Organizational
be's.” Thus, the linking between “needs assessment™ and evaluation may come
tation of the methods-means selected to close the gaps initially identified and

selected for closure. First comes “needs assessment” then, later, evaluation
" identifics how well we did in closing the gaps.

Needs Assessments Are Not Deficit Analyses

While some uuthors (for example, Scriven and Roth, 1978) have pereeived
“needs assessiments” that deal with dlscrcpanu analvses as deficit studies, thns
can be an un\\armntu] assumption.

something over and above the minimal rcqunrcd fevels.
Some cfforts called “needs assessments™ are really Fquasi-needs assess-

one sct of solutions over others ("processes”™). Thus, many cfforts: that are not
“needs assessments” as defined here are merely “wish lists™—statements of
« desired resourees or processes. '
Scventeen models of "needs assessments™ are shown briefly in the following
’ Xhart Some obscrvations may be made assuming thdt the deseription s
rgasonably accurates
® bxcept for one modcl——dcxdopu] quite rccultl\——most models, tech-
niques, and procedures deal with internal clements. Thus. they will tend not to
chalkngc directly-or indirectly the status quo of the results and socictal impact
(and payoffs) of cducation.
* i @ Most models tend to shy away from hard cmpmcal data, but relv more on
people’s pereeptions. Fhus, there is a tendeney to gravitate toward considerations
of methods, curriculum content, and courses. not to leamer performance,
school performance, or socictal payoffs. ' ' '
® Most modcls dea] with middie-level cot/ucrns that 15, thu are concerned

/ N

a

2 .
Pl ‘ , ! (Y

“Needs assessments” may be accomplished for “products,” “outputs,” and
Elements, but cannot Be used to. geterate new requireiments for thé “what should

after implementation, when a new “what is™ has been created by the implemen-

Gaps in results are not necessarily deficits: a'gap may show an abundance of =

ments,” and often are mcrely survevs of perecived desires€or attempts to justify-

ve

"o
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at the classroom Tevel wath Teamer characteristies,  teaching methods and
techniques, and scores on tests or course grades. They usually twith three
exeeptions noted i this current reviewt confine themselves to the teachmg/
Jearning process and most do not examine what the schools deliver to society and
how well fearners do tor shiould doy when they beconie citizens.

® Many so-called “needs assessment”™ models and techniques tand these
were not meluded i this reviewi are really status survevs, and these usually are
most concerned with “what 15" .

@ Ouly one model covered all of the Organizational Flements and required
a formal focus on socictal “needs.”

® [“uture “needs assessment™ should be holistic and include all of the
Organizational Elements for two dimensions: “what is™ and “what should be.”

® Curriculum as means to uscful ends shotld be derived onlv aftet a
holistic “needs assessment.™ , :

While it s conceptually easier to conceive all discrepaney analvses as
relating only to deficits, it is not necessarily true or uscful.

Whilce it is tempting for a-needs assessor to ask for the maximum or the ideal
m a statewent of “what should be,™ (see Seriven and Roth, 1978), such
unwarranted or unsupportable idealism will be isolated and climinated if the
“what iy criteris are derived from gaps in “outcomes,” then gaps in “outputs,”
then.gaps in "products”™ before determining gaps in “processes”™ and “inputs.” By
using all of the Organizational Elements, oue better ensires that premature wish
lists for "inputs” and “processes” will not be generated.

It also may be noted that blue-sky wish lists arc almost alwavs “inputs™ or
“process -oriented, and thys additionally represent the possible sclection of

“means that are not rigorousty related to useful and justifiable ends.

ES . ) ’

»

Currently Available Models-and Procedures

Good intentions are not the smue as useful results, There are no »xisting

“needs assessment”™ models and procedures that knowingly preseleet favored

mcthods and means, and none overtly intend to mask more important consider-

ations than the ones under study, Rather most are emploved to find out the

current status of things, and then move to determine what should be changed.

Virtually all educational, planning cfforts ("needs assessiment”™ models, kits,
and procedures) may be related to one or more of the Organizational Flements.
By classifving cach model in terms of the Flement with which it is concerned,
one may get clues as to its results and lmitations. ’ '

23




Chart of Needs Assessment Models*

4

MODEL

PURPOSE

METHODS USED

DATE
EMPLOYED

MAJOR FOCUS

. Alameda County
Needs Assess-
ment Model*
(ACNAM)

For schoo! level pro-
gram planning

IRTE

Predetermined goals «
are rated on a five
point sgale according
to perceived impor-
tance

1974

Student needs rela-
tive to program com-
ponents

. Atlanta Assess- -
ment Project
(AAP) .

For system planning -

Delphi studies used” -

to validate and rank
order goals

Student needs based
on goal rankings for
life in 1985 '

. Battelle Needs
Assessment Sur-
vey (BNAS)

/

For school district
program planning

Participants rate per-
ceived program sta-

tus on two five-point

scales

Program conditions

. Bugks County
Mode! Quality
Education Pro-
griam Study
(QEPS)

For school or district
planning

[

Goals are rated on a
five-po_int rating scale

?

Pupil learning geals

. CSE Elementary
School Evalua-
tion Kit (UCLA)

For school! pfanning

106 possible goals
are ratéd by respon-
dent groups on a five-
point rating scale

School goal areas

. Dallas.Model for
Shared Decision
Making
(DMSDM)

For budget develop-
ment

Program conditions *
are ranked on per-
ceived importance

Program ‘focused

N




7. Phi Delta Kappa

Goals are rated and

School centered from|

(School Needs
Assessment Proj-
ect) .

used with student
achievement data

" and concerns are rat-

ed on a five point

* |- scale ot

For school program- 1974
(PDK) planning -high priority ones are . goals to programs
. translated into per- '
9 | formance objectives ‘

8.- Housten Needs For school or a Program priorities are 1972 School programs ard
Assessment Sys- | school system identified based on : inservice training pro-
tem (HNAS) discrepancies be- grams for profession-

tween perceived al educators.
y needs and current -
status assessments .

9. Institutional Deveioped by ETS to | S0 goal statements unknown Both student goals
Goals Inventory help colleges and uni- | are rated on a five- and support or proc-
[{{c])] versities define goals | point scale €ss goals are en- °

and priorities closed

10. Needs Assess- , | Local schools districts | Respondents indicate 1979 Program-oriented, re-

© ment-Srcial use to improve social | if statement is a high flects local priorities,
Studies Curricu- | studies praograms priority or not very im- | and current status of

) lum' (NAIBSSCG) ' L portant local program ..

1'1.. Ohio Dept. of "To help local school Respondents indicate unknown Both' student goals - .
Education Needs | districts conducta . | discrepancy between . and support or proc-
Assessment needs assessment actual and desired .ess goals are |nc|ud-
(ODENA). - : student achievement ed ‘

' levels by ranking a :
need on two scales:
importance and
‘ achievemeht ° B
12. Operation"SNAP | School-based focus . |.Opinion surveys are 1971 Program oriented

{
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.
+

Sensing Educa-
_ tional Needs in
‘the Far West Re-
gion (SENFR)

13.

School- and program-
based approach to
prioritizing ’

Needs “sensing” in-
cludes four functions:
sensing, analysis of
resources, setting pri-
orities, and program
planning

Program oriented

14. Skyline West
Education Plan

(SWEP)

To examine second-
ary school facilities

‘| and programs

-

Two futuristic 92 item
questtionnaires are

.used employing a five

point scale. Delphi,,
scenario writing, and
cross impact.analysis
are used’

unknown

Program and facilities

1

Targeting Re- .
- sources for Edu-
cational Needs of
4« the Disadvan-
taged (TREND)

15.

ldentifies child-orient-
ed needs with atten-
tion to financial as-
pects of program

. pla:ining

Child-centered con-
cerns are identified
and prioritized ac-
cording to locally de-
veloped goals

1971

used to generate ap-
plication for state or
federal funds -

16. Westinghouse
Learning Corpo-

ration Education-
al Needs Assess-

-ment (WLCENA)

Y

To establish a focal
point to develop
school district goals

-

Participants rate 50
goals for importance,
present degree of at-
tainment, and school
responsibility

unknown

School district pian-
ning

17. Needs Assess-
“ment for Voca-
tional Educators

(VENAP)

2

To establish the basis
for a training program
for vocational educa-

tors

)

Uses a comprehen-
sion model to engage
in a series of self-as-
sessment inventories
for vocational teach-
ers and administra-
tors

1980

Program level or vo-
cational/technical
school faculty

(*Hanna Mayer of the Center for Needs Assessment and Planning, Florida Stéte University, assisted in reviewlng‘?nd abstracting the Needs

Assessment M‘odeis.)
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oot - Figure 7.* '
INPUTS - PROCESSES PRODUCTS OUTPUTS OUTCOMES

WHAT IS 0 6 7 2 =

WHAT o
SHOULD BE -

~ SNOISIQIA WAINDIMYND IVINIWVANDS |

Sible bias mtroduced by the analyst Other reviewers mlght arnve at : PN
/glfferent classifications. S

. - : Because not all models actually dealt with * ‘what is” and "what should
T _ be,” there are some unequal numbers in “processes™ and “products.”
7 ’ Note: There were 17 so-called needs assessments selected for study
and used in-arm-chair classification. There are totals of 16 for each row of
this figure since one model did not have both what is and what should be
dimensions.
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Chapter6 I
.Cumculum §
... Planning

Arthur W. Steiler

dumturs have come to recognize that very little happens by itself in an
orgammtmn other than disorder and friction. Success in education is
almost never the result of sheer luek.. 1t s, instead, the outcome of careful
= planning, :
. Realistically, educators have to develop better icthods of managing
instruction and resources to allow for maximum cfhiciency. while curticulum

- programs to meet the needs of ail students are maintained or instituted. Tax-

= weary citizens and anxious parents expect schools to account for all aspects of the

£+ cducational program. Curriculum plannitig is needed to ensure the best
: allqcation of human and material resources toward hlgh priority needs, !
. School boards and lay citizens are growing i their undcr\tdn(hng of

curriculum matters and the need for improved curriculum plinming. Robert
Shutes demvstified the topic when he wrote: .

Curriculunt; one of education’s inost iisunderstood coneepts. ‘The publie hears the
word bandied about so much that it maturally assumes “the enrricutum™ is 4 tangiblg,
official’ document’tno doubt tocked away in some school buard office) that cimbaodies the
entire structure of the school program. T'm guessing that cight ties out of ten the public
15 wrong ity assumiption. Fhat's because administrators and board iembers often talk ay
1f they have a clear-cut. written “curriculimn when all they really have is a s¢t of vague
assumptions about what is l)cmg taught in their schools.

Curriculum planning may be defined in various ways. This issuc is
complicated further because there is no single dcccptcd dehinition of curriculum
among cducators (sce following section titled Virst Things First). Planning is the

. operation that fies relations among the following factors: identification, of “what .
is, " comparison with “what should be,” agreement upon needs, establishment of o

EY

Arthyr Steller, "Changing Couditie \'uusltaltc Resctting of Prioritics and Policies for
Schools,™ m Upduting School Board Pei vies, vol. 11, ng, 3, March, 1954,

“Rubert Shates, “How to Control Your (_,umullum," The American School Board Journal 168,
S rAugust 1981y, po 21

¢ ’
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goals and objectives, et of pronties, development of programs, and
allocation of resourees. Figure 1 desceribes this relationship,

A working definition of curriculum planning might state that it is the

clartfication of the current status of the preseribed educational program, deciding

- what that programm should be, and then deténmining how to get there. At another

tevel. curniculum planning should speafy the opportunities for children as they

'.Figure 1. Curriculum Planning

Goal
{deal state of "what
should be" N

Need
Gap between "what
is" and "what
should be”

Program
Treatment to move
from current status
toward-goal

Resources
What is required for a
_program to function . ' >

Current Status
“What is”

~ Objective
Acceptable state of
“what should be”

The planning relaticnship- using a readiﬁg gxamp"le would be:
Planning for a specific reading need -

Need Goal

Current Status

Fifteen percent of
. third graders are
. reading below ~

an example of
needs assessment
' gata)

grade fevel. (This is '

The number of third
graders reading be-
low grade level

sheuld be reduced.

~ Program .
The XYZ Instructional

System for Reading

will be implemented

o]

Resources
List of Performance
Objectives; Instruc-
tional Guides; 60
minute per day -
study allocation per
‘child; and so on .

One hundred percent

« of third graders
should be reading
_at or above grade
level.

LI

Objective
Ninety pereent of third
graders should be
reading’ at or above

_grade level as
shown on next -
year's testing re-
sults,
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‘ Plan to Plan '

"0, FUNDaMENTAL CURRICULUM DECISIONS ' “
' ;
advanee through scliool. Fortunately, practicing educators-are less in need of a
rigorous definition than they are of good planning systems and teelmiques.
This chapter attempts to highlight the main clements of curriculum
planping beginning with the ‘mind set of the currieulum planner and going
through the presentation of a generic curriculum planning model.”

¢

o - .

Like virtually cverything clse, curriculum planning ought to be very
carcfully introduced mto an educational organization. School admistrators,
curriculum coordinators, teachers, apd parents should, have a clear understand-
ing of what curriculum planning can and “‘cannot do for them and the
organization. Curriculum planners must decide what they wish to obtain as a
result of planning; such as, improve student achievemnent, provide public
acu)unmbli_lt), change directions, introduce new technology and/or pedagogy,
weed out poor staff performers. This thinking is called the “plan to plan.” It can
be extremely comprehensive and may include a formalized planning manual
that hids come.on the heels of a rigotous analysis of organizational characteristics.

William Rothschild, has delincated three gm(lcllncx for planming to plan: (a)

know vourself, (b) appmnc vour planning resources, and (¢) assess vour own and
vour stakeholders” desires. ? . N
There are advantages to written planning manuals, but informal notes based
upon brainstorming sessions can serve a similar purpvse. The crucial element in
anv plan to plan is a conimitment to cffective planning. hnmost educational

'()rg‘numtlons curriculum planning is likely to be most successful if planning to

plan procccds quickly, informally, and with the involvement of key aetors, such
as the school superintenderit. ‘Thoughtful efforts 1t planning the me increase
the chances of dcu,lopmg a good curriculum plan.

Preparing the Curriculum Planner(s)

: .

+ Right away, the heading of this scction faises a seemingly- inhocent
question: who are” the curriculum planners? Surely” teachers are curriculum
planners. The assistant Supcnntcndcnt for ¢ urriculum and struction obviously
is a curriculum planner. And, of course, that's within the job description of the
supcrintendent, principals, coordinators, and so on. Ghildren and parents plan
the curriculum in a way; are thed cursicutum planners? A case con be made that
evervone could carryv that title. For nurposes of this discussion. the term
“curriculum planner™ indicates the workjng head of a tcam engaged in a defined

* curriculum plaming project. ‘This project could be the refinement of an existing,

RiC

Aruitoxt provided by Eic:

physics course, a complete revision of a school system’s curriculum, or the
statewide espablishment of rca(lmg standards. A curriculum plannier could be an

1 r

- a

a” ’
o ‘William Rothschild, Putting It All Together {New York: ANACOM. 1976y, pp. 22-2
o -
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Lluncntlr\ teacher. a general supensar, g ithematics \])L’Lllll\f. an J\\l\uut
.\upcnntcmlunt

Regardless of lis or her regular organizational role, a curdeulum planner

has undeniable obligations to this function. Foremost is beiig knowledgeable

_about the ficld of curriculum in general and the project under developient in

particular - An undentanding of how to implement planning steategies in

3 * educational settings is @ valuable asset toa currienhin plamier, altliongh a rare
' conmodity. ' '

Fews pensons who find theniselves fulfilling curriculuin |)lmmns? d\\lgn-'

ments are cquipped niall téspects for such a formidable job. The textbook
descaption of such an individual is awesome. Even for the well educated
curnculum -plannier, there's the matter of staving current. It is virtually
impossible to know evensthing that ()ugllt to be known. llwrc Is some solace in
the faet that others have been in the sanie spot.

The avail ible vicarious expericnees of otliers are ¢ sufficiently rich so that a
curnculum pl‘mnu does tot lave to be a know-it-all. Qne does, howeyer, have
to> formnulate:us or lier osvin opinions of what constitutes the curriculim and how
it should be organized. A good educational background-and an awareness of the
professional hterature and rescarch prov ide enough data for *u curriculim
platner to form a set of asstnptions.” These assumptions are the foundation for

o curnculum planning. If ratificd and reinforeed by those engaged on a planning
teamn. this common ground culances the implementation of curriculum
planmimg. . ' ‘ '

First ‘Things First -

Curnculum is o tenn educators and Lavpersons alike often bandy about
without a clearly agreed upon definition. Historically, this concept has under- -

gone asdiscenmible transtormation throughout the last century and a half. The

- classical definition equated curriculum with o cournse of \tu(l\ This view las
been” captured agd ouly slightly refined by consenvative educational philoso-
plicrs. \rthur Bestor's posttion was rather representative of the latter when he
stated: .

N .

Fhe enrrcatum muast consist essentially of disciplined study in five great areas: oh
contnand of mother tongue and the systemap study of grammar, literature, and wfiting.
12 mathematies, 30 seicnees, o4 history, 134 forcigy’ l.mgn.lgu i

: Vd

-

Fhe sigmficant departure fronn this traditional curriculum thinking oc-
“carred in: the mid 1930s when Hollis Casiell and Doak Camnphiell proposed that
. C o. . -
the Curriculunt is “to be composed of all the expericites children have under the
. : .. o _ : "
- guidance of teachers. ™ For the next 30 years, most educational scholars utilized
vartous dervatives of cither the “eurriculuin as experiences”™ or classical

“Arthur Bestor, 1he Restoration of Learnmg tNew Yorks Alfred Ao Knopf, 19501, pp. 45-40.
.- ‘Caswell Holhy and Doak Campbell, € urrl(ulum Development 1New York: Amencin Book

. Compane, 19335, 5. 69 ‘ ..
L) - ‘ .
i N .
Q .
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W= R . . 3 . .




* Robeit Hutchins e this nimmer: " A curricalum is simply o way of saving lost

s .o - -
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2 FUNDAMBNTAL CURRICUHLUN DEF CISIONS
. , . / «
miterpretations. Notable exceptions to thas mainstréam were the “progressives” or .
“open educators.” Panl Goodinén and John Bremer, wrting J special thcmc/
isuc of the Principal journal. offered these t\\u progressive” definitions of .
ulrmulum ' v . . . - o LoE

If the vorg, s they matire, can tollow therr hent and choose therr topices, funes,
cand teachers” and i teachers teacl what they themselses consider unportant—shich isall
they canshillfulls teach anvsav«-the needs of societs will e adequatels met; there will be
more hvely, independent, and mventine people; and in gk sbort i there wilk be a
miore senstble and efficient society N

Phe alteruative hetore ns, as éducators, is to create the enrrienlinn anew i sucli a - o=
“wan that 1t provides the opportunite for stidents to learn the asts, the skills by which they s
wan take control of thar own ves. Inthe Tdng i, this m@ns that evens, stdent’s
cnsncnlum i to leam how to create bns own curriculam.

Such a philosophy was carried further by Allew Granbard in Free the ~ .
Children wath the statement that “Obviously, there is no school subjeet thiat is
essential to mdiadual survival, S Not all those s\mpd!hchc {0 progressive -
seducational ventures agreed’ withy such a stmee. Chimicés Sibvernan wrofe - .-
“Knowing one thitig is not the same as knowing another, and some things are
more worth hnowing than others.™ the value ()f curricnlum was expressed by,

motion. It i an attempt to profit by the most obvious mistakes of the past anid to
make it unnccessary for the child to connmit every Tast one of them att over
again. "1 The formal specified (ﬁl(llllllll cannot cncompass every tlmrg that

can be said to be educationally vital, Mich day un nmup(ltcd classroom events i
- : . ‘e 1.
give life to the concept of “the teachable moment.” . :

The so-called “ineidental” interests of children cannot be ignored. forif they are. we'
s somne eveallent |L‘dl’|l|l‘L opportimities. Néither can they form the chicef basis for onres
counes. If they do, we Teave Gut valnable material and have o hodgepodge enericulnm. !

e . 4 - .
. Navertheless, most SCII()I;lI‘S side with Fenwick Fnglish's position that: .
A curnenhinn existy to enhanee the probability that what is desired to ocenr will £
reocenr with theSame or fews offort in suceessiye applications than when injtialls applied. .
fthns sense a carnenlunis o swnbol of econoniies of seale of tne, energy, and resonfee
“utithzation 1 the schools. Tt an nupr()\ununt upori random oceurrence or climee’: _
Such an emphasis upan the planned® ndturc of eniricutim manife sted itsclf
throngh numerons definitions surfacing first in the 19505 and continuing today.
%
, .
e
“Panl Goodinan, “Freedon and Learning: The Need for Choice” Princeipal =, 6.0\pril 973y
30 , ' . .
.o . T o= = :
Johi Bremer, “On Socahzing S¢hools.™ Principal =, 6 «Xpnl 19731 39 .
“Alen Granbard, Free the Claddren s New York: Random: Houge, 19720 ) 28 :
Charles F.- Silberman. Crsis - the Classroom 1New 'ﬁan Random Heanse® 1970, pl3sy o *
“Robert N1 Hatdhuns, "Why Fhe Schools Nust Stas.™ Prncpal =, 600 April [9735 65-69. :
GO, Blough and J. SLIl\\.lrti Llumuntur\ Schaol Science uml Hom to Teach It INew \urL
Holt. Rinchart and Winston, 1964, p. 41.
Fenw Rk W Fnghsh, guahh (,untm[ i Curniculum I) velopment + Aehngton: - \ieriean
Assaciation of School Admunnstrators, 1978 p. 15
£
&) -
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The curriculum i all of the lgaming of students which is plaimed by and directediby

"the school to attain its clucationg! g(ml\ 1 .

" achieving p@:hcuidricdrnmg ‘ends. e

8 \ curriculum is a plan for: lurnmg H

Spcuﬁmll\ we define curriculum as a plan for prmulmg sets of learning opportuni-
ties to achieve broud goaly aud related \pcuhc objectives for an identifiable population
senved by a single school center. '

&
Curriculum is & plain that deseribes the necessary and msufficient “means” for

(,urncuhuu is-. . . the planned and guidad learniing c\pcmn(u and intended
-outcomes, tormulatcd through systematic recomstruction of knowledgesand experience,
under the auspices of the sehool, for the learnery’ continuous-and willfull growth in
“person- \()lel competence. !

']hc publi¢ appctltc for accountability for. results through the 10 s and

. Lcarly 1980s has maintained and strengthened the d(.ﬁmhon of curriculum-as a

plan. ' Morcover, this pressure has also dE(.CM(r’IlC constantly evolving ficld of
curricufyim (lmclopmcnt

Cugnicr i luclopnunt it is basically a plan of structuring the enviroument to
cootdinate 1 an orderh manner tnc clements of tfine, space, materials, cquipnient and
Pcr\mlml “ :

Lo

In spite ofali,;}élmtunml and lpcal curriculum pro;ccts that have attempted
to foster order ot of the “patchwork curriculum,” educatgrs have only scratched
thcﬂaurfncc with respect to what should be done. The maturity of currictihim
thu)r\ et Jl()n(.‘ practice. has experienced periodie forgcs abead with occasional
backslides. The net gain, however, has been relatively madest, particulirly when
compared with the advances in other paits of socicty. Curriculum as a field ofe
study or an activity of professionals can regretfully still be deseribed as one writer,
did in the carl\ 1960s: e -

()rg.ml/lng the cumculum pmpcrl\ means, among othcr things, sulutmg those
concepts which are vital in life, and leaving the ()thcr\ out. This we have not dope vet.”

The whole systent is too lmphamr(l dlﬂ indefinite. * -
i .w. O '
- Lo R [S 3 .

o . . - Al

“Ralph ‘Tyler, *Fhe Curriculum Then and Now,” in proceedings of the 1956 Conference on
Testing Problens, (Princetong N.].: Fducational Testing Serviee, 1957y, p. 9.
BHhlda Taba. Curnculum l)e\elopmenl* Theory and Prad:{e iNew York. Hareourt, Brace,
jovanovich, Inc, 1962y p. HL i
“Calen Sn‘h)r du(l William \lL\.llltlt.I’ Plannmg Curneulpm fnr Schools (New ®York: Holt,
Rinchart and Wmnston, inc.. 197, p- 6.
" eDanielsTanner and Lmul Tidhner. Curnduluym Developnent: Fheory Into Practice t'\u\
York, Macmillan Publlshmg Co.. 1975, p. 5.
FSvdelle [hmﬂ)crg Jhc ‘Case for Strueture,” ldqwhrmul loadgshlp 34,04 (()chﬁ)cr 1976
+5.
“Henrs Dver, How to Achieve \tcrmntablhh'-m ‘the I’ublu Schools llilomumgt(m”ln(l Phi
_Ddta Kappa Educational loundahr)n 1973
o VKathrvi Fevereisen, Ao John Fiorino, aitd Alene Nowuk. Superviston and Curriculiom

. Renewal: A ‘System Approach” (New York: Appleton-Centry -Crofts, 19701, p, 204

mAsahiel® \\0()druﬂ' Basic Concepts® oﬁ Ieadnng (ban Francisco: Chandler- -Publishing Co.,
1961, p. 102, . _ .
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L T4 FUNDAMENTAL CURRICULUN DECISIONS
' The degree to which eurticulun should be organized and whitt is defined as
. being curricutum are thorny judgsnents. Yet, these are fundamental issnes that

must be addressed at the outset of a curriculum development.effort. This is not to
sity that formal. and precise statements of circumseription have to be hammered
out and commiitted to paper. While such behavior may be warranted, it is only
- essential that as a project is begun, thcrc he d gcncmh/ul understanding by thc
U curnculum planners. Exacting definitions can be left to the curnculum
o theorists. ! at least for the time being. Children simply cannot wait until

- Llll’l’ltllllllll is mdre systematic, Lurnullum plaimers lld\t to wade nito an

“inexact science.. :

.

R Curric\'ular.Assumptions andBeliefs

Assumptions are part of the armor ctrriculum planners wéar to proteet
them$ehves from the uncertainties of their profession. By taking some things for
granted, plmncrs gre able to proceed withaut the necessity of verifving the
absolute correctness of every step in curriculum development g\ssumptions are
. vital prcrcqmsm,s in the process of curriculum pldnmns, Some assumptions may
) be based..1f not confjrmed. via cdugational réscarch, while others may represent

opinions or values, . :

Serious scholars ',ll\ll.l”\ prefer to use- terms like “curriculum theory ™
“eurniculum generalizations,” or “curriculum principles” which nmply niore
refinement than “assumptions.” Curriculum planners often do not make such
dlsmuhon( perhaps because of the close association among terms as illustrated
by this frequently quoted definition of theory: “1 proposc to define a ‘theory' as a
set of assumptions from which can be dcn\cd by purcly; logico- |||.1tht||mhcal

- procedures, a larger set of empirical laws, 22 Tixperienced currienlum planners

nevertheless recognize that: *1'he principles that exist in the field of curriculum
have evolved primarily. from practice rather than deductive logic. ‘This unuxual
condition results from thc philosophical nature of curticulum thinking. "
. It is certaimly more lmprusnc to" speak of “curricutum theory™ tlmn
“cuericular assumptions or belics,” but the latter classification has more utility
in curticudmneplaniing: Cirriculuny theery ')lul(hng gs i its infancey,
;o George Béauchamp has written: “Iheory I)lnl(hng in the field of curricu-
- lum is in somewhat of a shambles. Despite the wmount of writing and talk abauat
gurticdum theory that has been put forth in the last twd dccd(lu there are mio
(;\t'mt (.umculum thumu to \\Im.h we cam look for models. ™ ‘

S . ' \ . .
4 l h/ahdlv \a”muc. l‘hc Pmctlcul Uses nf Cnrnculum Theorna™ Theory Into Practice 211
D Wmur 1982 4 . N 7 3 :
A !Iuhat fm,l 'l’numpln mul l’ruf)lul\x of Theors Gunstpuetion in Dwehologs.™ i Current
S Iremls m P“clmlngud( ‘Theors 1Pittshuegh: Uiversity of Pittshuirgh Press. 19310 )
T Hon. WilesSitd Joseph-Bonds. -Curricutuin l)cwlupm(,'nl A Gunde ‘u Practice ((,nlumbns.
Cd s Ol fardes Mernltl Publishing Co.. 1950y pl 75 . A

S0 HGeurge Beavdhanp, ~C mrmulnm Theorys Meamng, l)udupmuu and Use,” lhwm Into _
Practive -‘l K i ,\‘m!u l‘)‘s-‘ M .
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Likewase, m sumnantzing caneulum rescarch, Gail MeCuteheon has
stated: . we have not svathesized it to theories, Perhaps we're getting
closer, although it still appears to be piecemeal. ™

1 Fhe proliferation and complenty of educational fescarch has made

A  diffieult for educational planners to rely npon direed upon curricular principles

. or generalizations. Pheories are even harder to core by, Therefore, curricitum
- « vlanners draw trom all available sources what they belivve to be true abont
Llll’(lLlllll'll Such belies are expressed as planmng’ assumptions.
S . Curriculum® planners typically have used society, leamers, pedagogy.,
subjeet matter, and mstructional organizations as points of ongin for these
assumptions. Morton AMpren compled a lengthy st of what he labeled
' “curnculum deterimners, ™ which includes additional influences or possibili-
ties from which to draw assumptions. Al Schuster and Milt Ploghoft, in
, recognizing " The Emerging Elementary Curriculum,” presented phalosophics,
ceoname conditions, sociological factors, political sitnations, teehnological
davelopmcits, and psvehological factors as the sourees of currienlum, = Such
arcas have been the standard Sre for stated assumptions,

, How ong believes the curnculum should be organized iy also a basic
assumption. Fhe "scope and sequence” chart is the mast common format, but
examnples of other patterns follow. :

Jerome Bruner is famous for his ongin’ “tement, smee refined, that ™.+

the fonndations of amy subject may be tau,, . to anvbody at any age wr some

;

T form.™ Semie tefer to this idea as the rationale for the “spiral curricuhun.”
Four kinds of curricalar sequencing are offered by Charles_Faber and
3 Cilbert Shearron: snnplc to conplex, 1)l'L'l'qull\ltC\ wholce to part, and chrono-
logcal. =

Some educators have objected to the whole notion of curgieuluin sequenc-

g, Neil Postman and Charles Weingartner wrote ™. . . the sequential curricu-

fum s .inadequate because students are hot scqmnh.ll 0 Lillian, Stephens
expressed her belief that “Not all children follow the same pattern of okill 3

o development. In fact nosingle sequence: of instruction has been agreed upor. Bl
‘ ~ James Moffett took this eriticism further with his claim that "One error of,
- traditional curmulum planning has bean to assume that speaific sequencees can

GaiF MeCutcheon, “What m the Workd s Curneulpn Theon ™ Hm:;r\_ Into Practice 21, |
W mter 1982 22

Lt “NMorton Alpren, The Subject € um(ulum Crudes K-12 - Columbus, Olno. Charles Mernll

) Books. ne . 1967, pp 6473

R 7 Albert Shuster and Milton Ploghott, The Emerging Elementan ( nrmulunr r( ;ohunbus,
? Oluo Chardes Fo Mernll Books. e, 1963+ po 16 i

sJerome Brer. The Process of Education (Canbndge. Nass. ll.m.ml Unnversite Pross,
I‘)()l: » 12 .
’ “Charles Faber and (ull)(rt Shearron, Elementary \duml Admunntration c\u\ York Hah,
Ty Rinchart and Wenston. Ine., 19700 p 192 N .
Yy UNeil Posttan .md Clmrlcw\\ ewmgartuer, Teachmsg As a Sub\(mw Activity 1 New \an Dell
~ Publislung Co. fné.. 1691 p. 30
“Lathan Suphcns The Teacher's Guide to (\)pcn Education «New York: Holt, Rinchart, and
AWinston. Ine., 19740 p. 174, . 0 o
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apph to all students 1t s stazes, not ages, that are naportant for sequencee,
.. What holds for different people s the order, regardless of the timing, ™

I an attempt to address the mateh of curriculum maternials and sequencing,
Jack Frvnuier wrote:

I ocurriculumn matersls are smaller e size, Tareer e wmuber and Varable i
seqtienee, then teachers will be able to seareh the sssten and ereate new and different
patterns of waterials for cacl learfier by getual practice this will mean that teachers will
regulathy and’ contmuoish e confronting thenselves with new and g sequences
and arranganents of mtormation and satenals. They will not be bored. T fact, they will
be shimulated mitellectually. Currrcubinm materials will rennain fresh and miteresting to
teachers as well as relevant and appropriate to learhers *

v

Crriculum Planning Sheuld Also Include Assumptions About
the Future and Curricular Politics . - C

. Over the last 15 or so vears, the future has become a powerful attraction for
' cducators and curriculum plamners. Futurist Alvin Toffler contribyted  to
cducational hterature and sparked interest with Learning for Fomorrow: ‘Fhe Role
«of the Future in Fducation. ™ Harold Shane has recenitly proposed “the dcrnv_d
T enrriculum” based upon interviewing 132 intermational scholars .1l)0ut|tl|clr
views of the futare. ™ Until an infallible crystal ball hits the market. currictlum
, . planners will have to invent assumptions about the futurc if L(lllLd(I()n is to) ku.-p
up with the changingglobal picture.

As if there are not enough other issucs, L(lllL.lh(nl.ll pi.lnncn must also take’
into account the political conditions of the larger socicty. Whilesthere are more
sophisticated means of monite-ing political events, as a minimum, curriculum
planiiers should produce some relevant assumptions iibout anticipated impacts.

] ~ Glenys Unruh in another chapter of this Yearbook describes the effects of
political activity upon the educational program. Arthur Wise in his lapdmark .
. . work, Legislated Learning, W details, the often distuptive laws that have been T
passed with the designated purpose of altering instructional practices. Political
influences can casily push the m.nmguncnt ofmstructmn.ll processes l)u\(md the
grasp of cducators, as John Goodlad notes:

°

“In periods of unusual political, cconomic, or social stress, currienhnn change i
likelv to he more counter-cvdlical in relation to the past, to occur rapidly, and to be Ted by

[

“lames Moffett and Betty Jane Waguer. Student-Centered Language Arts and Reading K-12
tBoston: Houghton Mifftlin Co., 19760, p. 28,
/ ack Frynmer, Annelurst Curriculum (lassrfuatmn Svstem (West Lafasette, Ind. - Kappa
Delta Pr Press, 1977 p. 34 '
HAlvin Toffler, ul. Learmng for Tomorrow: The Role of the Future i ducation (New York: ‘ ‘
. Random House, 1974, . ‘ |
o Starold Shane with M. Bermadine “tabler, Educating for o New \hllcnnlum tBloomington, .
-+ Ind : Phi Delta Kappa Fducational Foundation, 1951, AN v
. . wArthur Wise, Legislated Learning. . v / ' ‘
|
|
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pessors not wentihed with carlier curncuhun change, o, for that matter, with the |
schooly. ¥ . ’ .
\
|
|
|

Local school districts are not immunce to politics when it comes to :
. curnculum plamming. “tn a politieally active community it's like treading water
in a hurncane while wearing concerete boots! External pressure groups toss
anchors rather than life preservers. ™™ This author utilized a carcfully designed
plan in such o community to capitalize upon prevailing |)()||hc.1| winds to
mstitute constructive cdueational change. ® Curricudum, phmuners should pro-
vide dvnamic political feadership instead of the traditional passive role as Bruce
Jovee argues:

g oY

_ I the past. educational planners have been teclmieally weak tunable often to clarify

s ends or engmeer means: and morally or technicalls unable to bring about a lnonanistic
revolution i education. .. curnculum warkers have defined themselves as helpers, not

‘\ leaders, letting the commumty and teachers m.ll\c decisions and then assisting i the
implemertation of those decisions. ™ s . ‘

' Politics has nanifested itselfon the school seene quite dramatically in some
cases. In recent vears an unprecedented number of critics have |)r()tcstc(| parts of
the school curnculum and called for the censor of certain books aind materials, - .
Schoolwards have been comerted to political battlegrounds in some conmmuni-
' ties. Ceusorship is clearly a political issuc that should be taken into consideration
“in curriculum planning.#! ‘ DN ° _
Obviously. developing total and swec pmg d\\lllllptl()n\ for caclt of the arcas .
“given herein is a monstrous job. Fach curriculunf plaimer niust come to grips R

te ¢

with what he or she believes will affect the curriculum area under study and pick™ .
and choose those arcas to draw from in forming assumptions. ‘The basic qucstmn
for_whieh the curriculum planner must have some tentative answers or
assumptions is given in Figure 2 with a suorgashord of basic sources from which
to invent other planning assumptions. Lurmulum planners share this responsi-
bility with the curriculum |)|.mmng tcam as rcprucntcd in the scheme depictetd
o in Figure 3. .. . \ ‘

-. Selection of the Curriculum Plahning Team

: \Ian\ school districts. when faced with the need for a revision in a part of |
the curmulum simply appuint a ¢c6mmittee and chairperson. Then off they go .
. i

o
\ .

.o , ] ’ .

“John Goodlad, The Changing American School, 65th Yearbubk of the National Suciets for the .
_Study of Education (Chicago: University of Clucago Pross. 19661, 1. 32
v SAthur Steller. “Curnculum l)uLlument & Politics.” Educational Leadership 3,
- tNovember 19501 161 - e
viibid ‘ ; . v ‘
“Bruce Jovee, “The Curnculum Worker of the Future.™The Curnculym: Retrospect and s )
Prospect, " lst \c.nb()ok of the National Society for the Study of Fducation t( hicago: Univerat of |
Chicago Press, 1971, p. 307 |

Hack Taslor and Arthur Steller, “Cumculum Development and Censorship,” Ohio Media o
Spectrum (Fall & Winter 19811 2% n
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wath imstructions to repost back u six months or so with a new curricutum guite
or a recommendation for a texthook adoption or both. 1his approach may work.
A more organized method of curriculum planning. starting with the selection of
a planng team, multiplies 'ﬂolc potentiality of a positive outcome.

n
\ [y

Figure 2. Curriculum Planning Basic Sources for Planning
' Assumptions

Basic question: In general how should curnculum be defined, struc-
tured, designed, and sequenced?

o

BaSIC Sources for Planning Assumptions

Accreditation Standards . . -Principles of Learnlng
Administrative Structures > Professional Litorature
Commercial Materials _ Psychological Factons
Economic Conditions - Public Opinion
Educational Theories - | Research '
Expectations of Colleges School Codes
* Instructional Organization Sacietal Influences

. National and World Events Sociological Factors ’

~ "Nature of Learners Standardized Tests ‘
Pedagogy  Subject Matter .
Philosophies Teacher Competence
Political Situatiqns Technological Developments

‘o

Figure 3. Curriculum Planning Preréquisités ‘

. . Selection
- »Curriculum of the
Preparing - Definition, Curriculum
the Assumptions, Planning
Curriculum and Beliefs T
Planner(s) : - oam
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Somcone must operdte s the lc.u\fg\r for a curnicubar planning team. or
practical reasons, it seldom works well to have more than wo-format leaders.
Few groups accomplish much with wore co-leaders. This chapter will stick to
the simgular and refer to this individual as the enrricalum planner. Earlier it was

stated that the curncubum planner may occupy an established position, such as 2

math coordimatdr, and mav then be heading up thes development effort for the

math program. Bearing such a tithe 1s not necessary, as long as the powers-that-be

have endowed the curnculum planmer with the responsibility and anthority.

, Fhe curriculum planner's preliminary obligations have been previoush
wentified with a possible exeeption, The curricutum planner may be expected to
think fhrough and, pérhaps, even prepare a written “plan to plan.”™ "The reader is

“renunded that the entical element here s a commitinent to the curriculum
planning under studv. The expressed endorsement of the superintendent &
another high ranking ofhéial should be secured. This proniotes the idea that the
orgatiz.etion supports the particular mstructional project and builds lhc coneept
of team

Obtarnuing thas recognition is natural, since the vast wajorits of superinten-

dents have an instructional orientation as one commented i an American
Assoctation of School Administrators” book titled. Profiles of the Admumistrative -

Teani: o

Leadenlup w the development of the curnentinm is the prinie responsibidity of the
supertendent. Operation of @ schoul svstein withoyt strong leadership in currienho is
potentialls a detrmnent to the gualits of education cach child rececives.

o Besides meluding a statement from top management, the rest of the
organization will be watching for clues regarding the influence of the currientum
planner in the way the planning team ds assembled. Organizational nonns may
be followed or broken. Fither way people wateh and form judgments that affect
ther eventual implenrentation. "Ferrence Deal aigl Allan Kennedy, authors of
Corporate Cultures: The Rites and Rituals of Corporate Life. have noted that:

Faer business—in fact evers organization—has a4 culture. . Whether strong or
weak, culture has a powerful influence throughont an organization: it affedts practically
eventling .7 Because of this tupact, we think that calture also has a major effect on
the success of the business.

.

At times the curriculum planner has a prcord;linul curriculum planning
team. For example, in the Shaker Heights (Ohio) City School District every
clcnlulmr\ classroom lL‘d(.\!lCl’ volunteers for a curriculum committee, which
planys the program for a pdrt:cul‘lr discipline. Fvery school hay several delegates
on cach conmmittee and all grade levels are also represented. This structure
CHSUTCS CTOSS fcrhhmh(m of ideas since evervone participates 1t is based on

T -

American Assoctation of School Adimustrators. Profiles of the Administrative Team (Arling-
ton. Vas AASAL 197H p T ) )

wTerrence Deal and Atlan Kenuedy, Corporate Cultures: The Rites and Rituals of Corporate
Life Reading, Mass.. Addison-Wesley Pub. Co. 1982 p. 4

o
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.

Rensis Lakert's “luking pu” theory 44 Facli Shaker Heghts elementary principal

U . “
leads a conmmittee as ity carmncuhin planner ‘

It there s a choiee, 1ths suggested the curricufum planner include on the -

planning team as wide a-representation as can be cﬂlctncl\ managed. The
cornculum planiner unght select sotne members of his or her mimediate
organtzational umt, of mnits supervised, of other uuity with whom he or she
mteracts, and, perhaps, of the community. For instanee, a social studies

plamung team could copsist of asocial studies supervisor, some  chssroom social

stuches teachers, & nearby college protessor or ather consultant, a librarian, the
student council advisor, & parent, another citizen, and a student or two. Anyone:
with a duwect stake in the social studies program should be considered for
membgrship on the planning team. Since every stakeholder or client cannot be
accommodated, teedback eould be obtained through a liaison svstenn or survey,
In fact, some curriculum writers would prefer such indireet participation as
thev helieve extensive involvement cannot be well managed. Tn their opinion
mdasstve unvolvement eads to frustration, William Walker puts it this way:

‘The effort to wivoh e teachers iy curricuhun developiment began in camest abont 34
vears ago Great fathowas put i thedar of teachers as professtonals who could and would
rechrect and rebindd education. Little chbe l)ut faith, however, was ever realhe given to
thent. No real consistent, substantive hedp i their monmmental task was provided by
matitutions of tedeher preparation or school adiinistrators at amy fevel. Gonntless
thosands of teachers have eventually beeome disconraged. anges, and depleged by hatings
to stand alone a%d try to fulfll an unredlishie role as a developer of curricnhum,

Lorraine Sullivan feels the same way:
I \

) N

Teachers at the local school level, in mamy cases. are ot reads to - aceept
resporsibility for all insteuctional decisigus. They have had little expericiice with decision -
making in curnculum development for which they will be held accountable. They van in
the_qualite of their prepacstion and experience fou writing currienlum? It has been
teachtional for teachers 4o let“others make mstrenctional decisions about what wall be
taught, * ‘

. .

Perhaps this last thought has dismayed sonse writers, like David Selden who
helieves teachers should behave and be treated as professionals capable of
contributing to curriculum planning,

teachers must be inohved e curricilum development and revision as a
professional nght and obligation, . .. Teachers are professionals, or aspiring profession-

als, at least. N
[

- )
«

“Rensts Lakert and: Jane Lakeet, New Wavs of Managmg Conflict New York McGraw-1hil
Book Co, 1976y, p. 190 o : ’

*Willam Walker, “Eddcaton’s New Aovement-Deivatsm.” Educational Leadership 35, 6
NMarch 19752 472 LT ' aw ‘

*Loraine Sullvai, “Urban School Decentrahizanon and (,urn\_ulum Development: Views
and Imphc.m()n\ m hnpau of Decentrahzation on Curnculum: Selected \iewpomnts \\Washington,
D.C-ASCD. 1975 p. 15, - y )

“David Séldul 10\\ Fares.Curnculum w Collechve Bargainmg.”™ Edudational [eadership

1 +October 19751 25 < -
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Likewsse, the mdhusion of stuaicnts o a cupriculum planning team s
generally, but not nnammuusl\. quptul Harold Webb. currently an educa- -
tional consultant, has written: *"The decision to involve students in curriculum
- planning 15 generally advocated in the literature. However, | have vet to see a S d
model that effectively incorporates student input mto this process™>

Another. group to cousider 1 citizens, Adding citizens to curricujum
. planning teams or curriculum covneils ay reap substantial henefits, Debmo
Della-Dora believes, "Parents and other community people can be effective and
active participants in planning currienfum, carrving it out, and cvaluating its
effectiyeness, ™

hivolving citizens, of course, also creates positive rclatmns between the
educational professionats and the community. The National School Public
Relations Associationshas noted the practicality of such inelision: ™. . the way
to achicve the backing of parcnts and others in the community for the new .
svstem, experts agree, |s to involve therm-as much as possible in the pldnnmg and
. implementation stages. A ’

The selection of the curriculum pL.nmng team, whether the process is open
or predeterniined, and the composition pf the'inembership will senth off signals to
the organization and the Jarger environment. This deicate matter deserves a .
measured decision caleulated to capitalize upon local culture and custons.

"The overading responsibilities of the Lurnurhun plann,mg teant are to help L
dehne curriculum ahid related assumptions and beliefs, ‘to coordinate  the
planning process, to make deliberate decisions, and to communicate progress.
The ultimate success of many a curriculum  projecet s determined, by these,

factors. as well as the adherence to a curriculum planning madel. . .

, . : ' !
A Generic Model for Curriculum Planning '

Generie planning models are mh( aently limited. Practitioners and theorett-
cal plasners can take cheap potshats at such models for their flaws. Generie -

A}
. planning models are imperfect. even when apparently explaining all plienome-
na. Locally designed or adapted planning maodelscan be superior, but they, too, =
are never gaite complete, ,
Generic planning models are like suits-off-the-rack. Occasionallyd. one can
be sworn without alterations. Nonnally, it takes a tuck here and some “letting .
out " there for a well proportioned fit. ’ : .
Russell Ackoff, a finm Believer in planning modcls, acknowledges their T
boundarics. .
o ° ’
t
4
“EHarold Webb, "'S'leul Boards and the Cllfl’ﬁ'l’lllllll‘ A Case of Acconmtibilits 7 Fducatronal
Leadership 35, 3 (December 19770 181
“Delmo Della-Dora, “Patents and Otidr Citizens in Curriculpn Dev Llnpnu.nt w Partners: ‘
Parents and Schools. ¢d. Ron Brandt (Alexandria, Va.: ASCD. 1979,
~National School Public Relatjons Association Fditors, *\lanaging lnf(mnal Schools,” .
Informal Education tArlmgton. Va: NSPRA, 19720 » |
‘e - 3 * . " o .o
’ " ¢ .
. O -, s 4
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Weall, the saentibic planner would ke to have one model that represents apd
erplains the entire ssstemn and s covironment However, he s not vetable to construct
such comprehensise models At best. fie can onby construct models of parts or aspects of
the wstem and sometites Hink these t()gdhir i a wan that approximates an overall
wadel

The generie nmdcl for curniculum planning presented herein has cight
majer stages: (1) fornulation andior review of ongoing guiding stitments; (2)
assessnrent of progress: (3) sctting priorities; () developing goals and objectives:
151 selectmmg from alternatives: (6) action planning; (7) implementation; and (8)
monttoring, evaluating, and recycling. These.stages are pictured in Figure 4 dnd
described inthe remainder of this chapter. : “

It \hould be noted that curriculum planning incluges all cight stages. When
it comes to the yuality orsophistication of the procedares, techniques, or tools
which can be incorporated within any stage, there are no restrictions. However,
every statc must be addressed by the curiculum planning team.

Varous educational planning models exist, both in theory and practice. 2
Most contain similar clements and follow somewhat similar stages, if not steps.,
Some planning models are rather lincar, others include numerous feedback
loops; and a fewsare even circular with multiple points of cntr\ What follows is a
generic maodel for curriculum plifiming, As such, it has nearly' universal
application, but would not have thé’same degree of success when implemented
by two or more curriculum planners. Besides differences i personal compe-
tence, cach plannipg “sftuation is unique. Therefore, it is suggested that

* 3
N .

: /
Figure 4.-A Generic Curriculum Planning Model

[+

Stage One: Formu!ationJ(and/or Review of Ongoing Guiding Statel;nents <«

Stage Two: Assessfneni of Progress —
Stage Three: Setting Prio\{ities
Stage Fuur: Developing Goals anc‘i Objecti\?é%

. ¢ v .

Stage Five: Selecting frgm Alternatives

Stage.Six: Action Planiring , ’
Stage Seven: Implementation
) - ¥ v &

T T tr11

Stage Eight: * Monitoring, Evaluating, and Recycling

+6. o .
Arthur Steller, Educational Planning for Education Success (Bloomington, lud.: Phi Delta

Kappa Fducational Foundation, 1950). pp. 13-20+

“Russell Ackoff. A Concept nfdg,'nrporale Planning (New York: Wiley-Intencience, 19700, p,
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appropriate modifications be made to tailor this model to the nuances of
particular organizations, Oue notable omission is the lack of an apparatus for
decision making or gaining approval for proceeding to the next step. Such wide
-variations in these matters exist that little can be said here that would Je
meaningful. Some superiors require all decisions of their subordinates to e
cleared along the way, while others wait for the final product. .

Stage One: Formulation and/or Review of Ongoing Guiding Statements

Any organization to survive and prosper must have a clear sense of mission
"or purpose. Most hoards of cduchtion are required to have a stated ducational
philosophy. Thewc often are buried in a file cabinet and nuay need to be revised.
Curticulum planners should push for the recogr “ion that this formal philosophiy
should be used as the foundagion for the instructional program.” Iivery curricu-
lum guide or major instructional project should make reference to the school
district's philosophy and/or f6rmulate a philosophy specific to the carriculum
area being developed.

In addition to a philosophy, there arc a variety of other ongoing guiding
stajements that should be reviewed or, in some cases, formulated, if they do not
already exist. It is thie function of boards of ceducation to develop formal

* expressions of purpose. Writing such statements forces a board to spdl out
specifically what the schaols job is and guides the organizational unit along
intended lines. Policies. administrative guidelines, other courses of study, and
goals and objectives previously approved constitute ongoing guiding statcments
or "what should be.” The curriculum planning tcam needs to examine and

~review these “givens.” v ' ' '
~ Curriculum planning occurs within the overall context defined by the
society at large and the. total communiity of the organizational unit. lederal, . .

“state, and local requirements, gyidelines, and procedurés provide ongoing
guidance and, at times, outright éncumbrances which, nonetheless, have to
reccive attention. Relevant documgnts should be collected and gmalyzed for their
conceivabke impact. oo e . . )

The formulation and/or review of ongoing guiding statetnents can becomie
an ¢xceedingly time consuming and psychologically draining activity. if the tean
attempts an exhaustive review., Thercfore, it is suggested that only major items
like a philosophy", significantly related laws, and required minimurn standards he
acquired. Of course, the process can be.spceded up more if the curriculum
planning teamn assumes it posscsses sufficient knowledge of the existing ongoing
guiding statements. Then, the teain can concentrate upon identifying any recent
major changes that mightcaffect its planning.

Stage Two: Assessment of. Progress Cod v

. . R
The present program (“what is™) is the foundation upon which cutriculum 4

planning and future actions arc built, Current-cursiculum and instructional

materials should be inspected and the relationship with other programs clarified.

o .

a
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W here possible, progress is measared e terms of some established objective or
goal. The curnculum team should evaluate the accorplishinents (o lack
thereof) relativg to prior goals, and objectives and other pertinent ey valuation,
mtorniation. 1t must be noted that vot all worthwhile goals are capable ()fpru:hc
measurernent gnen Ealistic levels of resources. Evaluation of progress based
- apon professional judgment and on, subjective factors must; therefore, e
pernmtted nrany plait of progress evaluation. Tlie curriculum planning team
should harsest an assortment ot data, indluding opiniots, appropriate © the
clients cusuatly students) of the organizational unit doing the tudly.

An clement often omitted front this stage of assessing progress s the
wentification of noteworthy programs. “This may be due to the tendencey of
educators to engage in claborate rites of self-Hagellation. Weaknesses are lmmll\

¢ “reported by most educational inistitutions with more frequeney than suceesses.

S By adentifving any ()lll\hlll(llllg results and  sharing  this mf()rnmtmn Jthe
curriculum pl: mnmg team can jump off toa good start. The xul)scqucnt rising
esprit de corps "will Tend eredence to the pring lplC ”l‘ll organizations improve-
theinselves by building upon strcngth\

Another source of invigoration for curriculum pl: mnlng 1s the admmlon of

. ‘ new know lulgc from’beyond the immiediate realn of the school districtor other

S + organizational mg. Research-and promising theories should be given their due.

Exemplary or novel programs dr practices in the carriculun area being studied
~~should be rescarclied and, perhapsRisited: A :

nising commerical materials should also be examined by the curricu-

Num planining tc‘lm\Lducat()rs arc oftentimés loath to adwit it, but commercial

publishers are powerful Torces w hen it comes to the real curriculum. Texthooks

- essence can become tlw,curm\ltrm\ Curriculurn planners should concede

that teachers for the most part rely h(‘d\ll\ tpon sthooks as the mnnshn in

_ their clagsrooms. Michacl Kirst and Decker Walker have defended teathers in

i this regard, but acknow chgc the influence of the hajor ingtructional pul)h\hcrs.

_ WThe I)()I(l Fact is that most teaching in our schools is and must be from a textbook or
other curriculuimn package. We do not trust teachers to write #heir own materials, we do-
not gh g athem the tine.or money, and we insist on stadardization. So long as this is true.

curncitlum. . ! - \

H - ‘ .- )
A nujor problem faced by curriculum planners nowadays is deciding what
not to do. All needs cannot be met. More mav be presently being done thai
: . ) e,
ought to be done. Tn such instances, the particulay curriculug can beredticed or
even clinninated. .Dctcnnmmg%\lmt can be niodified in this fashion can bespart

. . « A needs assessinent, broadly conceived, is a collection of informidtion on
needs which is subsequenth analvzed. A wealth of literature is available o
needs assessnient procedures (see chagter on Needs Assessment by Roger

- .
o Michael Kint and Dcck‘:'r Walker, “An Analvsis of Curiculum Policv-Naking,™ Review of
et -, Fducational Research {December 1974 L
o N . . ’ . . o .
] ' 9 J . ‘ . e -
' 'm " ‘ . I4 ‘E{Eﬁ%&}
- - - 7 ) K L. L B3

the \upplwr\ of teaching materials \\lll hane a potentially poverful “effect on the

of a needs assedsinchit process. ‘

@

.
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Kaufiman. l’n:\ wusly anpll( - (l.ltl should be examined as o ﬁrst step 1
verifving needs. It is edneeivable that sufficient infornation is .lll(.“l(l\ on hand to
substantiate or refuze a particutar need without further assessment. Conseqguent-

Iv, it is unmecessary to harvest additionat data to reconfirm a need. For caeh need

bemng assessed, att of the available sourcees of relevant (lnunncnmtmu should be -

- collected and reviewed. -
Assesstent of progress depends on ainidentification of un\.mshcd needs.

One function of a needs assessment is to strip away fabe pereeptions and deal
with reality. llm is a value-laden process since.it involves both “what is™ and
“what should be.” Each statement of need must be fannathy assessed in order fo
confirni its validity. Without such an assessmerit; needs are merely unsubstanti-
ated personat preferences. Then priorities 3nust be set as to which needs will

" become thte basis for ilnll_\v:'(liutc action. s

"= Stage ‘Three: Setting Priorities

_ Fhie manner in. which priorities are established is crucial to cffective
curriculum planmng Analyzing the collected data and determining the order of «
pn(mt\ in relation to.the overalt mission is the most important aspect of doing a
needs-assessment. When completed by the curricthon plinning taun, it brings
to bear the judgment of what needs are most critical to resolve. 'The setting of
pnonhu should not necessarily be lntcrprctcd as, ordering needs according to

“the greatest goofl for the greatest number.” For example..a need for minotity or
handic: ipped atudents may have a higher priority than a need relative to a larger
portion of the student body, 'The values and insights of the members of the
curriculum planning team are crystallized as they w restle \\|th scttting npon a
rank ordered listing of needs. ‘ - .

- Resources in an organization are lumtul ‘Ihcrcforc alt of tlu needs
ddentified and verified cannot likely be addresged. By focusing cftorts ona few of
the most .prc\dlcnt and slgmﬁmnt needs.- Jit is expected that they can be

« satisfactorily resobyed. Seleeting some needs as fargets upon which o concentrate

2 cases thc"prcsﬁurc-of tr\mg to do cvervthing and ‘uwnlplnslnng dittlosd®or - -

v

sprcadmg onesclf too thln .

2 % . e \

Sfage Four: Developihg Goals and Objectives

definition-of a yeed imiplics, some’ means of measurenient or determnining whit —
Tevel of achiewement will beanceessary for rcsol\mg the need. Suelr stan(ldjfs
“shopild make it possible to know how well the gap is being closed refative tolthe
targeted needs. The Curricutum planncrs are well advised to have the broadest
manageable involvenent in gammg commitment toward the goals and ()l)ch-
thves. .= - :

+ Comprdhensive curricutum planuing includcs l)oth long-rungc and short-

- ramge goals #hd objectives. These should be clearly rélated to the philosophy of

' ‘ CURRICULUAL PLANNING 85

S Col
llo\ung the scttmg of prioritics, the planning team s reatly to deffne the
~g(mls g objectives to be pursuc(l within the given curricutum area. ‘I he -
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¢ ‘ .

the orgamzation. Fdncational goals and abjectives can be establishett at all levels
of school ergamvzation and foi varipus purpsses. They are the basiebuilding
blocks for curricalum planning tsee chiapter entitled “Gaoals and Objcctives™).

Goals and objectives ust - be “stated m terms of conerete and observable
vutcpmes to address the high priority needs. Objectives stating the désired?results
at the endeof a given length of time mgy be extended over a period of years by ze
tonning a progiessively. higher standard of achievement, ’ '

L3

o o -
! ‘ : o »
2 4 -

] W .
Stage Five: Selecting“from Alternatives

Thecurriculum planning team hat the arduous task, of deliberating over
alternative ways of reaching the agreed upon objtctives, The éxtent and detail of
thealternatives will depend on the nature of the o|)|th1\ es and the u)rrcxp(mdmg
needs. Minor modifications in existing curricular programs may satisty a high
pn()nt\ need or it nay require a new programy additional staffing, ete. Slight -
adjustinents in ¢Ngting curricular. programns may be sufficient to rp desired
aims. Curricalum: plinners. should adhere to the temnpered adage: 21 it ain't
broke. don’t fix it—or just fix the broke part.”

“I'he thrust of sclécting from alternatives is to chivose a prctuml,gippm‘ull
that appears to he best able to.achieve the goals andt obfectives in a cdst- Lﬂlctn =

- way. The universe of all probahle dlternatives canirot be thor()ug(l\ v LstlgdtC(l

In this stage ‘it ‘hehooves the planning tean to quickly discard unpromising

alternatives. “Much tinte can be wasted by going down dead ends and over S
detours. ()nh a few alternatives can be fully scrutinized and wmpdrul point- l)\-
point. i N o

\s selected alternative curricutar appm‘lchc Lare umt;.)stul via thure
advantages®and disadvantages, some of the factors to consider arc: potential of
goal achicvenent; cosf:organizational pattetns requireds-staffing requirenpents:
possible outside funding:’ commitment of stakcholders: relationship, to piesent
programs; Lqmpmult 5uppllu, and. lndt(.‘l'l.llS m%tructlmml strategies; inservice:
and so qu.

The curricular aiternative llmt ought to be sclected is thL method deemed

capablc of accompllshmg the desired goals in a cost-cffective fashion. Making

" such a decision is not as casy as this abstraction makes it scem. Mistakes abound.
The mist vocal and aggressive member of the planning tcam may be able to
nmmpul‘ltc the decision. “Even after the hest alternative’is found. politics may )

> infringe upon an otlicrwise mtional process. Still *hc above gcmmll/ul criteria -
are the, ideal rule for'this decision making. : -

The cffort C\p(.ll(lt(l rescarching and calling out the most l(\glml curricu? .

funt alternative pays. !umdsomc dividends.” This is true ceven if the sclegted
alternative cannot be realized for some reasom. Good curriculum planning .-
identifics alternativélans from whicl) to choose. Sometimes the Lébors put.into .
analvzing an alternative result_in a plan superior tothe original. Contingeney k

planning has helped many a planner deal with unexpected diversions. B

~a
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“Stage Six: Action Planning o " Ce .

Action planuing-is the process of prepanng the selected Curricular alterna-
tive for implanentation. Effective curnealum planning anticipates what it will &
take for successful implementation. Fhus, the planning team accounts for key
concepts - implenienting curnculum: projeets see-cliapter on Curricilum
Implanentation. P ‘urthenmore, at (ln\ stage thedearing activities jsee chapter
on Learning Activities) for students or other chents are claborated. . .
A consutpnate action me restates the needisy, provides a plan ovenview,
predicts the expeeted rcmlt&, and shows the impact of the plan upoft students,

Cutaff, and the, unmnuwh “The job ttle of cach persdin designated to carry out,

: ceptan ()l)|L‘Lll\C\ 15 LlC\lglhllC(l The - costs and time frame for cach goal are
- broken dowirem terms of personne, qunplncnf’ supplics, and otlier hct()r\

Possibilitices for other than tocal funding, where such exist, are mentioncd. In
addition to staff salaniés and supporting services, needs for \upphc materials,
and contractual senvices reonsultants, ll(l\crtlxnw, and rental costs) re speeified
e detail. Provisons are also made for giving travel, utility, and other fixed

R chdrgc Fusnture, equipment, transportation, food services, maintenanee, and -
facilities can be accounted for as neeessary . Theaction l)ldlllllll(' format should:
Provide \[)JLL" for Iisting the intlestone everts for cach gbjective withina spee ificd -
time e, -Responsibilite for dach milestone can be nl(llmtul by the |()l) title of
the person accountible forghat function.” . .

ER The altenative selected by the curriculum planning team will dict: ite the
puique currtcdam design to be utilized. Toyever, later stages of cumullum
planng” call for evaluative feedbaek. which implics inclusion_of “studept
Messiient procedures, a record-keeping svstem, and g means ()f rq)()rtmg
_progressto parents aiid/or the public. ' i : ‘

.

&

El .

Stdge Se\en lmplementatlon - s

.

“Agstated carlu.r the t(‘)rnml (lum(m nmng \tludurc Lias 1ot been covered
m thismshort preee because of the gre -+ Jiversdy of such arrangements, "The
' perfeet, curriculum planis for nanollt t canmot be approved for implementa-
tion by the appropriate bodies, oggindividuals. “The ulrrlullmn planning team
should be prepared fog this® wdispensable rung on the way “toamplementation.
Thes planning team has, the duty to organize- the actual. plan for appeal to its
constituents, be they teachers, - parents. students, l)(mr(l members, or others,
Of prime concern for nnp]cmcnmtwn is the issue of funding. \\lthout
money, for testbooks, supplies, inservice, and so on. a curriculum plan may
“never really be implemented. In other words, students will not be lielped by {l‘?‘
plannind team’s” labors unless® the curriculum i related to funding requists.
Curriculum plans should. state how pr()gr(lm exceution canehé paced to meet
educational .and financial ‘requirements. '
One of the first coneepts that cames to mind when cumcul}nn lnl[)lClllClll(l'
tl(m 18 mcnfmncd is inservice. (,crtaml\ thc tmnung Uf st‘lﬂ' mtllc skills required
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of the new curriculfun is important. But this is hardly the salient key regarding
real curriculum change that is manifested in classroom performances.

If teachers participate in the determination of goals and objectives, policy-making.
the appraisal of effectiveness, and inservice growth activities, they have gone a long way
towards curricadum planning and change. The important principle to keep i mind here
i that curriculum change is dependent upon the changes that take place in”people.™

".Dianne Connnon has studicd the last two decades of curriculum innovation
in Canada.and coneluded that: “Before a school begins to implement a new
cutriculum, it. must adopt that curriculum. Adoptian is not implementation.
* Adoption is the decision to begin to use, to implement, the curriculum, s

~ Curriculiin planning incorporates this adoption phase, but goes bevond
this imtial aspect,of implementation. Diane Conmmon has written: " {'he major
function of implementation, or implementation planning, is to provide or
construct a sct of conditions within a school so that the instructional practices
imp\iccl or préseribed by the ¢urriculum can then occur.™"
\ , .

Stage\"[:'.ight: Monitorinf, Evaluating, and Recycling

~ Implementation of curriculum plans cannot proceed cffectively without
monitr:)\ing and cvaluation. Tasks and responsibilitics should be assigned
SpCC_iﬁCél“_V to individuals who are held responsible for the resulting dutcomes.
Supervisory strategics arc dirceted at reaching the organization's goals within the
confines bf human relationships. ’ -

Schopl principals and other instructional supervisors cannot ignor¢ the
perspectivds of the classroom as they monitof the impleméntation of the
curriculum\plan. .

Teaching is not casily separated from teaching arrangenients or ff})lll the curriculunt.
Teaching and structural artangements and teaching and curricalum fnteract and modify

cach other, The curriculum: u# use is a hybrid bom of the stated: curriculum on the one
hand and the inclinations, biases, and beliefs of teachers on the other. ™

Educational goals invglve many intarigibles such as character and values. In
sharp contyast t busincssiroducts, not all school “products™ are meisurable.
Indeed, some of the most valuable services a school performs are not measurable
at all in the scientific sensc of the.word. An overcmphasis upon measuring all
“educational Olltco}llcs can”tesult in what John Goodlad has labeled “The
Reductionist Approach ta Curriculum. ™* Attempting to measure all education-

= - -\

o

<Rl Camphell, Fidwin Bridges, John Corbally, Raphacl Nystrand. and fohn Ramseyer,

Introduction to Educational Admimstration (Bostoh: Allvn & Bacon! Inc., 1971). pp. 290-291.
$$Pjanne Common, “Two Decades of Curriculum Innovation and So Little Change,”
E"scation Canada.(Fall/Autimm 1981): 43. *
selbid. - co . -
“Thomas Sergiovanni, “Introduction,” in Supervision of Tegching (Alexandria, Va.: ASCD.
1982). p. vii. ‘
“Johin Goodlad, The Dynamics of Iiducational Change: Te.va rd Responsive Schools (New York:!
McGraw-Hill Book Co.. 1975), pp. xii-xiii. ) '
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al competencies carries gith it the “danger of producing an unbalanced
curriculum, as glliot Eisnet wams;
I believe the current emphasis on the production of measurable competencies in the

three R's is creating an unbalanced curricutun that will in the long run, weaken rather
than strengthen the Guality of children’s education. ™

Nevertheless, itis imperative that schools conduct perforninece evaluations
i they are to be held accountable for a preponderance of their mandated
objectives. Evaluation must be based on explicitly stated goals and objectives that
are consistent with the philosophy of the organization. A well-monitored and
evahuated curriculuym plan will deteet mistakes and successes which can lead to
decisions to reevele the plan or terminate it. The currieulum planning team
shauld construct an evaluation model (see chapter on Curricubim Rescarch and
Evaluation) to £nsufe that the curriculum is upgraded past initial implementa-
tion. Curriculinn plamning should be a continuous, ongoing process embracing
2 all spheres of educational interests, A curriculum plan, thcrci’ofc is not a final -
"_" " report, but an interim report. ' . e

Concluding Remarks Tl T

ClirFi?ulum planngrs.are encouraged to use the generie planning model just
“presented as a spnngboar(l for creiting their own plamning process, There is 1o
smglc Qrriculum pl(mmng model suited to all situations. Platming is an art, duc
to the fact that-people defy being confined to boxes on a chart. (,nrrlcnlum'
planning models must be designed to fitunique characteristics. Ultinately, all
curriculum planners must rely on théir personal experiences as a gm(lc to the
assumptions thiey make about curriculum planning. , .

» Curriculum planning must proceed at the same time that stn(lcnts are being
taught, teachers are being evaluated, and buildings are being eleaned. Unlike the
idcal ‘textbook case on -curriculym planning, cducators must plan in an
extremely complex environment. Ron Brandt describes the plight rather well,

Comprehensive curriculum planning takes time and money. It cannot be undertaken

by individual teachers or schools, Fyen maost school districts Tack resources to do the
, * whole job. Agencies with sufficient resources to attemipt it may inchude states, intermeci- o
< * ate agencies. voluntary consortia, or regional laboratodics, At these levels, the involve- B
ment of people in appropriate wavs (lou not happen natarably; it must-be provided for.™ L

¢ While I believe local school districts ¢an pursue pr()ducti\:c curriculum
pldni'ling it definitely does not transpire by itself. What is needed is planning -
based on good judgment, open comuiumication, and proper timing. Fither

more,carricrtunm plarmitg cannot afford o striv too far from the practical needs,
of users. Curriculi planning, regardless of how briJliantly structured. the
model, is a failure if it does not result in lmpr()\ul Ichmg opportunitics for
students. C o o .

. : . - . e Al .
"'F.llim Fisner, “The hmpoverished Mind, ™ Edpeational Teadership 35,5 Oy 19780 015
*Ron Brandt, “Who Should Be fwvolvid tn Cuericulinn I)udnpm(m Ldueational
lvudcrslup 34, T October 142065 11, :
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George A. Beauchamp | , B

.

\- . B 1

cople cannot intelligently discuss and communicate with others about
curriculum without first making very clear what their interpretation of a B
curriculum is. In this chapter, we will be thinking of a curriculum as a
writte:1. plan for the ¢ducational program of a school or schools. Curriculum
design then will consist of those considerations having to do with the contents.
the form, and the arrangement of the varivus clements of a curriculum. We
distinguish between “éurricuilum planning and  instructional planning with
curricalum planning beingathe antecedent task.
~ - Curriculum planners arc forced to make design decisions dlmost from the
outset of theit work. The design decisions revolve around three important - .
v " considerations: (1) the range of school levels and schools to be covered by the
curriculum, (2) the number of clements to be included in the curriculum, and
» (3) the nature and scope-of cach of these clements. Fach of these fequires
e addltloml explanations. : '
S Decisions about the range of schoo] levels and sch()ols to be covered by the
. curriculum normally are not very complicated, and the-range usually L()l_llCI(](.S
' with the sphere of authority of the board of education. Districts may clect to plan
a curriculum from kindergarten through grade 12; they may clect to plan onc
-curriculum for the elementary schools and one for thc scc()n(hm schools; or they
-may clect ta direct cach school upit to plan its own curriculum.
o> Planning groups will have to decide about the number of elements to be .
included in the curriculum." Among the options for inclusion are: (1) a statement _
" of goals or purposes, (2) a statement of document intent and use, (3) an
evaluation sclieme, and (4) & body of culturc content selected and organized with
the expectancy that if the culture content is judiciously implemented
4 classrooms through the instructional program, the goals or purposes for the
- schools will be achiceved. To this list, some would add suggested pupil activitics,

v

instructional materials, and so forth, but these matters belong more rightfully in i

the domain of instructional planning and we will not consider them here. A few "

comments about cach of these four elements will be helpful to the reader in
* understanding their import for curricnum decisions.  w

@ N
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Most curriculum writerd would agree that it is desirable to include a
stateritent of goals or purposes to be achieved by sehools dhrough the implemen-
» tation of the planned curricalum. They may disagree as to what the goals onght
. to be, or they may disagree about the degree of specificity of the statements to be
i - included. The most famous statement of goals or purposes for schools became
known as the Seven Cardinal Principles of Fducation as formulated. by the

~ . Commission on the Reorganization of Scecondary Schools in' 1918, They were:
health, command of the fundamental processes, worthy home membership,

. vocation, civic education, worthy use of eisure, and ethical cluracter, (L
There is less consisteney among curriculum writers in terms of their ;
insistence upon including a statement of -document intent and use_in
curriculom, and in practicc many curricula do not contain.such statements. g

Curricula have, in ‘the past, contained statements intended to reveal the
philosophy or point of view of the planners, -but this is not what we mean by a
statement of document intent and use. A statement of document intent and nse’
should be forthiright and direct about such matters as: (1) how teachers are
expected to use the curriculum as a point of departure for developing their
teaching strategies, (2) the fact thut the curriculum is the offeial educational
policy of the board of education, (3) the degree of universality in expectancy with

' rcgar(l to the discretion of tcachcn in implementing the curriculumy and (4 the
“degree to which teachers are to be held accountable for the implementation of
« the curriculum. ‘These are iHustrative of the kind of statement that niay be
formulated, but cach planning group will have to decide on the wumber and B o
character of such statements. : e

4

With the amount of emphasis put upon curriculum evaluation in recent
' vears, some mandate with respeet to the curriculunt evaluation “is a very
reasonable option for inclusion in,a curriculum. The most common method of
pupil evaluation used in the past has been the standardized (norm referenced)
achicvement ‘test. In most cases, there were no deliberate attempts to relate
published curricula and the test batteries, Therefore, any leap in assumption
about the dircctness of the, relationship between curriculum content and .

¢ whatever was measured by the tests was likely to be untenable, Al the more

. reason for formalizing an evaluation scheme by including it in the curriculum.

In"one form or another, a cufricilum must include a body of enlture |
content that has been deemed by the planners and directing authorities to be
intportant for schools to use in fulfilling their roles as transmiitters of culture to
. the oncoming ‘gencrations of young people. The basie curriculum question is,
and_always has been, that of what shall be taught in schools, and a major
. _ function of a curriculum is to tianslate the answer to that question into such,
forms that schools can fulfill their commitiment and demonstrate that they lm\c
donce so. Most of the remainder of this chapter is devoted to discussion of this
clement of a curriculum: so we will leave it at this point. But it should be made -
clear that from these options as potential clements of a curriculum, there emerge ‘
two dimensions of curriculum design. One is the choice of and the arrangement~ -
of the clements o be included in the curriculum. The other is the form and

ERIC
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arrmgement of the, contents of cach of the clements intermally. The design
problem s greatest in the case of the form and arrmgement of the culture
content, and it is the one most frequently discussed under the heading ()f
" curriculum désign by curnculum writers. past apd present,

i .
‘ 3

Cilture Content—Knowledge—Curriculum Content

A curriculum is an expression of the choice of content selected from our™

total cultre content and, as such, it is an expression of the role of the school in
the socicty for which the school has been established to serve. A word needs to bc
ssaid ficre about the meaning associated with the expression “culture content.”

Ralph Linton provided us with a classical and very useful defmition of “cultere.”
He stated: “A culture is the configuration of leamed behavior and fesults of
bechavior whosce u)mponcnt clements arg, sharced-and tmnsnnttc(l by-the members’
of a particular socicty” (1945, p. 32). The term “socicty” is ordinarily used to
referto a group of individuals who live together with connmon nonns and shared
frames of reference. Socicties tend to gencrate their own culture and to transinit
that culture to oncoming generations within that society. So long as socictics and
their cultures remained in a primitive state, their cultures were simple and could
be transmitted to oncoming generations by direet contact between the voung and
the dlder members of the socicty. But associctics became more complex and the
scope of their dulture content inercased 5o that the transmission of the culture
content to the voung could no longer be aécomplished by direct contact in daily

living, socictics were forced to ercate institutions to take on the responsibility fors

all or part of the cultural trasmission task. The school is one of those
institutions. ‘The church is another. Both of these institutious have unique roles

“ to play in socicty, and they tend to transmit different culture content to the

young. Parochial schools tend to do both.
As Smith indicated in Chapter 3 of this Yearbook, the culture content
selected to be included in the curriculum of therschool may be thought of as

cquivalent to the knowledge to which school students are to be exposed. In zm)f-

case, it is critically important to be aware that not all uilture content,
knowledge, accumulated by socicty comes under the purview of the sch()ol
curriculum planning is a process of sclecting and organizing culture content for
trarfSigission to students by the school. The process is very compley, involving
input thom manly sources, but the organized end-result of thc process is the
design of the cutriculum.

The most sophisticated mode of organization of culturc content for
purposes -of teaching is reflected by the various disciplines such as history,
chemistry, or mathematies, In- addition to the established and rcu)gm/cd
disciplines, school subjects lave been ereated out of conventional wisdom or the
applications of sclected portions of the disciplines to applied-arcas of our culture
such as vocational subjects, social studics, or reading and handwriting.” In
general, the separate subject organization of culture content has predomiinated in

i

1u,
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‘ \n()tlur way of speaking about cuimulum content is to refer to cognitive
. conteut, skitf content, and value or .1tt|tt‘|§|}’n.1! content. As Smith discussed more:

* fully iy Chapter 3, alithree tpes of contdit represent knowledge in some form,
cither in the form of direct knowledge or a l\n(ﬁ\lcdgc basc. The three forms have
been used as a Ll.lsslh(dtl()ll scheme or a taxonomy for enrriculum content

o ]

“formulation. . g

e . . .

Historic Curriculum ljesigll Conflicts

One must realizd that thc basic curriculum question is, and alwavs has
been . one of what shall be tanght in the sehools. An immediate corollary to that,
question has been that of how shall wliat has been chosen to be taught in the
school be organized so as to best facilitate the subsequent decisions about
t(“ltllil,lg and leaming. Those two questions are the primary curricalum
questions, and the organized decisions made in response to theni culminate in®a’
curriculum design. A few rcﬂcch()n\ about owr curriculum: past will illustrate
some of the conflicts in cu'mculum design that have taken place:

In her study, Scqticl observed that enrriculm as we use the term today was
not a subjcet of professional discussion until after 1890 (1966, p. 1. Rugg
contended that decisions about curriculum content prior to the 20th century
were decided primarily by textbook writers and textbook publishers (1926, pp.
10=11). 1t was not until 1918 that Bobbitt wrote the first definitive work on .
curriculum, and since that time curriculum writers have directed their attention
to the substance and ()l'%dlll[dtl()ll of curriculun content (curriculum design) and
to thc proccsscs of curriculum planning, implementing, and cvaluating.

+ the carly 19005, the stage had been set for the separate subjects
orgdlhmhon of the culture content to be used-in schools. In our very, carly
clementary or primary schools, for c\.lmplc pupils were taught to read, to write,
and to compute; the subjects were called reading, writing, and arithmetic, Much
later such subjects as geography, “history, and civies were added to the
curriculum. In our carly sccondary schools, pupils were taught a selection of

- subjects (disciplines) that were direetly associated with the disciplines taught in
the college or university. Even though the scparate subjects organization of
culture content was used before curriculum became an area of professional
study, it is still with us. ‘I'ruc, sul)]ccts have been added and others altered, but it
remains the dominant approach to curriculum design. © '

_ The separate subjects mode of curriculum design has been significantly
challenged only onee in our history. "That challcngc came with the d(l\cnt of the
Progressive Education movement. A principal feature of the l’r()grusnc Educa-
tion movement was its dramatic emphasis on the learner in school scttings. A

" substantial portion of the Progressive emphasis on the learner was stimulated by
John Dewey's (1916) call for more active and less passive learning in schools.
This focus on the learier when applied to the organization of curriculum
content led to endeavors to move away from the separate subjects organization of
the curriculum content. The movement away form the separate subjects -

‘ . : .
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fusion, of subjects under the assymption that such integration would not onlk

[

life (the transfer problem),
‘The basic process involved here was the_fusion of the contents of two or
more of the separate subjects into another orgmuutlon in which the individual

® (1941, p. 18) illustrates the varicty of nagies associated with curricula resulting
from integrative - or . fusion processes.  Hopkins here polarized the subject
curriculum and the experience curriculum. The broad fields curriculum was
placed in the center so as to show that'it had a reasonable nunber of the
characteristics of the two extremes, Qthers are indicated on cither side depending
on cmphasis. »

Figure 1. A Scale of Types of Curriculums

Subject Integrated Broad Fields. Coordinated Experjence
Curriculum Correlated ' 1) Subject Core "~ Curriculum
Fused * Type « Integrated
Coordinated (2) Experience -Unit of Work
Core ° Type Functions of,

Social Life.

Source: L. Thomas Hopkins, Interacnon The Democratic Process
(Boston: D. C. Héath and Company, 1941), p. 18.

Space in this \olumc will not pcnmt extensive description of curnclﬂd
devcloped as part of the efforts to move away from separate subjects organization.
The best we can do here is to identify some of them and cite sources for further
m\cshgatlon on the part of the reader. For example, in their book The Child-

curricula &f the Lincoln School, The Frances Parker School, and others of that

work, but attention was focused as needed on such basic subjects as reading,
. mathematics, history; geography, and so forth.
.o One of the most extreme departures from scparate sul)ycctw)rgdnlmhon was
proposcd by Stratemeyer and others (1957). The authors proposed the “persistent
life situations” concept as a basis tor dealing with the curriculum building issucs
of scope, sequence, continuity, balance. and depth.
At the junior and senior high school levels, speeial mention should be made
{ of the core curriculum, The core curriculum idea wis to get away from nothing
- ‘but the discipline-centered cyrriculum. Most core programs were organized

centered on pcrsona] and social problems and problems of living. In many

103
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organization (somctimes called subject-centered) was toward the integration.\or

facilitate learning on the part of pupils but would additionally make the -,
knowledge, skills, and attitides more casily availabje to the pupils in post-school ~

subjects fost their separate identitics. As one wight expect, names were associated,
with the various integration or fusion attempts. Figéire 1 adapted from Hopkins

Centered School, Rugg and Shumaker (1928) presented brief descriptions. of the

time. In most cases. the curricula were built around child-centered mits of

around larger and more flexible blocks of timé, and the content was generally-
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respects the core curriculum idea wa$ an attempt to solve the general education
‘problem in our upper schools.

It is important to note that in pmctlcc in schools, curnculim design failed
to-get very far away from the subject- or discipline-centered design. The most
Jasting effect of the movement was the broad ficlds idea as represented by social
studics, language arts, and general seience, and they have persisted ostly in

~curricula for elementary and junior high schools.

thfemporary Arguments About Curriculum De-Si.gn.'

. a
Probably the most persistent movement in curriculum design in recent
years has been the proposed usc of specific behavioral objectives as a basis for

.curriculum organization. Curriculum writers have lpng proposed that curricula
« . ought to contain statements of goals or objectives, but not as the only contengof a

curriculun. Some contemporary writers have proposed that curricula should be
thought of in terms of the anticipated consequences of instruction, or intentled
lcarning *outcomes. (For cxample, sce Popham and Baker, 1970; Johnson,
1977). The culture content in such’ cases would cither be implied in the

~objectives or be considered as an insructional decision. A distinct advantage of

this type of curriculum design is that supcrvision of the implementation and of
the evaluation ¢f'the curriculunt is simplified and facilitatecs

Such proposals arc in direct contrast to a proposal that a curriculum should
be composed in four patfs: (1) a statement of goals, (2) an outline of the culture
content that" has the potential for reaching the goals, (3) a statement of the
intended use of the currlculum and (4) a schema for the evaluation of the
curriculum (Beauchamp, 1981, p. 136). They aje in cven greater contrast to
those who would include instructional considerations such as suggested activitics
for learners and instruétional materials to be used: Curriculum planners should
be warned that the inclusion of a]] of these things produces fat and Junmanagce-
able curricula. « ‘ .
¢ With respect to the culturc. contmt of curricula, two orgammtlona]
concepts persist both in the litcrature and in the practice of writing curricula.’
The first is the tendency to continue with the basic framework of the subjects, or

_ disciplines, that arc to be taught. The sccond is to break the subject arcas down

into three identifiable components: (1) cognitive, (2) inquiryaand skill, ;and (3)

affective (valuc, moral, attitudinal).”

Curriculum planners will ‘probably wish to begin their thinking about
design with the familiar, which will unqucstlonably be the conventional school
subjects: They will consist of mathematics, social seiences (including social
studics as a subject), the natural sciences, fine and applicd arts, health and
phiysical cducation, communications, and otlicr languages. At the secondary
school level, planners will add. to these whatever vocational and teclmical
subjccts they may wish tooffcr. Some planners will wish to add an arca that may
be termed social problems, molar problems, or problems of living that may call
for applications of clements Icarned in various conventional subjects.




96 FUNDAMENTSL (:ukm(':m.mt ‘l)lv'.ClSl()NS!
. N
Curriculwin planminug s an cducative pmu\\ For this, reson classroom
teachers should be involved in the undertaking. A very nmportant reason for their
ivolvement is Liat the process of currienfum planning presents ancopportunity
for them to engage in ghalysis of the culture content so that they may be more,
cffective in ticir LLIS\I’O()III\ at the level of instmction. The analylic process of
bred®ing down the culture content into cognitive, affective, and inquiry and skill
componceitts is one way that teachers may hecome moré knowledgeable about
- what they do. Alsg in this process of inalyzing the culture coptent, the content is
“more specifically related tosgoals and at the same time it fosters better curriculum
implementation,, For these reasons, teachers” participation in curriculum delib-
crations has been pmpmul frequently as 3 needed dimension of continnons
teacher education. .
In Chapter 3, Smith raisegl the very nnp()rt‘lnt question of the utlht\ of the
culture content selected tv be part of the curriculuin content, and he posed
several wavs in which the utility of knowledge can be enphasized. T apore
specific vein, Broudy, Smith, and Bumett (196 suggested fonr potential uses of
learings acquired in school to be taken into consideration. They are the
assochtise use, the rcphutl\c use, the applicative use, and the interpretive use
(pp. +3-60). Very bricfly, the associative we of knowledge refers to the
psvehological process of responding to a new situation with clements of
knowledge previonsly acquired, The replicative use refers to situations that call
~ .+ fordirect and familiar use of schooling such as whien we read a newspaper, write
a letter. or balance a cheekbook. "The applicative nse oscurs when an individual
iy confronted with a new. pr()l)lcm and is able to solve the new problem by the use
of knowledge acquired in the study of school subjects or through_previous
experience in solvingprobleins demanding similar agplications. T he interpretive
use of schooling refers to the orientation and perspective the individual brings to
new stivations because the individual hay acqdired ways of conceptualizing and
classifving experience. ’ X -
Much of the discussion about uses of schooling (especially use external to
the school) is an claboration of the transfer problem that has plagued cducators
ever since Fdward L. Thomdike first $et forth his theory of transfer throtigh the
existence of identical clements i 1908, [The most casily -explained is the
replicative use as described above because of the direct similarity bety: cen thc e
external to the school and the mode of learing and practice in school. Take
reading for example. Reading from school materialy is dircetly similar to rc‘l(hng
of materials outside the school. But when it comes to applving knowledge or
making new interpretations or associations hetween knowledge acquired in
school afid life ‘situations external to schools,” a more complicated tr‘ln\fc

situation exists. LT . _
N Unfortinately, many of the questions raised about utility and nses of -
\dm()hng have ‘nédt been answered through curricuhin design. Nor are they
Hikely to be because so nmeh s dependent upon clagsroont teaching tuhmquc
“and the design of instructional strategies. The l)cxt cfforts in curriculuin design
have btt.n through the generation of new courses (subjects if von plcaxc) n -
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which the content is purportedhy more like life external to the selwol. Reference
here -is made not ouly to specialized courses such as techmical, vocational,
.conmiereial, and occupational courses but alse® to courses (lulgnulo.lrouud
molar problems, probleins of living, and core programs. In many respects, the
broad ficlds courses were designed for purposes of saving time (lunng thie school

Ceurriculum design, if teachers are not aware of and squsitive to the kind of
analvses of the content to be taughit as we liave been discussing it, the uses of
schooling will not he- maximized. All the more regson why feachiers should be
part of the curriculum planning cffort and participate in the required dialogue.

In summary, then, \\Imt.u)urﬁcsof‘utmn with respect to curricubum design
appear to be the most appmprmtt for todav’s curriculum planners? 'The most
important aspeet of curriculum design s the display’ to be made of culture? -
content once the comeaat xs been seleéted. The total amount oftulturcunltcut
is constantly gréwing, thus making the pr()l)lcm of sclection for cugriculum
content more difficult as time goes on. Unquiestionably, the role of those schools
(clementary and sceondary) that operate under compulsory school, attendance
laws must constantly be examined in terms of what they should or should not
offei in their curricula. ‘The clementary school curriculum has ¢lways been
designed with general education in nind. In our contemnporary socicty, the
secondary school scems to- be moving in that same direction. Both, lm\\cwr
have seen fit to div 1(|c the content selectdd into realms or courses as d])])l'()[)l’ldtc

Scope and sequence have long been two major problems in curriculum

__design. The displav of coutse content into topical outline is one way plapoers
can watch for discrepancics in'scope’and sequence. Italso helps with horizontal
.1rt1culatlon among the various subjects. :

l'o help teachdrs gencerate greater insight into the content outhm it is

" desirable that the curriculum design reveal the expected” cognitive, inquiry or?
skill, and affective outeomes. These are conventiohally arranged in the design of -
the coutent - parallel with the tapics in the outline. Hows behaviorally the
‘outcomes are to be stated is optional to theplanners. These outconies should also
be thought of in terry, of any goals of _purposcs tlldt may be stated i the
curriculum. - :

. What clse to include in ﬂic design is optl(mal to the plaumiers. It has begome
quite conventional to think of goals or purposes first and then to sclect the

content. Such pr(#cdurc is quite arbitrary becauge all content is selected with

somie purpose in mind. Nonetlicless, a statement of goals and purposes is a uscful

clement in curriculum désign. A

I would add to the topic outllnc and the expected outcomes a directive
statement about the intended use to' b made of th(,ulrnculum and a statcinent

- outlining a schewe for u‘lludtmg it. ' _ .

. . -

day and t6 Acilitate the trgnsfer of knowledge acquired. But whatever the .
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_ Chapter 8

Cumculum
Polltlcs

Glenys G. Unruh

s

olitical '1stutcncss is an- mdlspﬁlsa_b_lwhﬁutlon for curriculum leaders

and developers.-Naiveté about the politics of cducation or willful disregard

of formal and informal power centers are out of place today. Curriculum
- decision making takcs place in a complex political milicu. 1t requires expertiess,
pohtlcal awareness, and a continuing dialogue among the dcusnon’.nmkus for
resolution of conflicts and agreement on major goals.” .

Historically cducators were thought to be apolitical and the” pu])hc was

encouraged to view education as a “professional” activity to be taken care of by
profcsslona] ¢ducators and their local school boards. This ostrich-like, posture
became more and more “inappropriatc ovée the years and \\ou]d now I)c
considered a mark of incompetence and ineffectuality.

A number of years ago, Kimbrough'’s studics of community power (1964)
recognized the significance of political influence in cducational decision
making. He noted that educational training programs for school administrators
had not included systematic empirical knowledge about the nature of thg power
- forces and decision- making processes i local school districts. Consequently,
many cducational leaders had been reluctant to acknowledge that a considerable
-amount of po]mca] activity was going on in addition to the observable fornml~
mcetmgs of school boards, coinmittees, and facultics.

Previous studies by Counts (1972), Morphet and others (1959), and
Callahan (1962) had warned educators of their domination by business interests.
Callahan said that he was not surprised to find business practices used in schools
but was surprised to find the extent and degree of capitulation by school
administrators to-demands made on them; to leam how decisions were made, not
o educational grounds, but as a*fncans of appeasing their crities (Preface).
Business interests “have not boeen the onlv thrcat of “outside” influence on
cducatlonal policy making, , . . -

A}
*The politics of education refers to the influence of gmunmcnt othier dgLFLILS power groups,
or individuals on the proccss ()f ‘miaking cducational decisions bnsul on thc altocation of \dluu n
cducdh(m .
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Other illustrations of problems that have arisen ind how schoul boards have
reacted to them are provided By Hurlburd (1961, Masotti (1967), and Bendiner
(1969, who' explored in depth the positive and negative expericnees of various
cities and towns that have tried to meet or evade their challenges: integration,
commmunity control, academic freedom, teacher power, planned change, and
location of a new high school building. A major study of the polities of
educations, the impact on school programs, and’ the sources of demands that
impinge on the process of edueational decision making is provided by Seribner

and others (1977). Issues continue to arisé, particularly in conmmunities whose "

_populations are diverse, and consequently educators” needs for ])()llthdl skills
‘have been intensified. . ‘

“Today, issues sevolving around the schools are featured by the news media.
Cotistant inforunttion is provided on the activities of special interest groups and
new legislition and court decisions dfftctmg schools. Bevond. the formal board
and professional sessions are mformal mectings of concerned citizens aifd protest
groups, telephone networks, and gathering of signatures on petitions. Board
membery and cducators are, required not” only to be aware and scrisitive t()
prul)lum but to be involved in their solutions.

- Lagh tommunity is different: there is no exact model for explaining the
power and degision-making phenomena that fits all. Tlowever, it is important
that the informal power sntcm of the lacal school district be recognized as
functioning llltCl‘dCtl\L‘l} with the formal legitimized power structure as estab-

lished by law, regulation, and standard procedure. It is important that curricu-

lunt developers use problem-solving skills and that students leam problem-
solving skills so they will be equipped to meet problems as they come along.

The Changing Scene
This is a time in \\Inch nmn\ individuals are supereritical, even eynical
al)out the schools. "This has come about as- greates ! dnd greater hopes and
expectations have been pmnul on education and as more people are affected by
the cducational process. More people are secking to participate in decision
niaking: A main conclusion of a survey &y the NIE Carriculum Development
Task Force was that the classie curriculum qllt"stl()]l\ of what shall be taught and
how shatl cducational programs be organized were overshadowed by the desire to
beiinvolved. This desire was accompanicd or perhaps.motivated by a fecling of
impotenée and by the tiew that “somcone clse” was in control (1976).
Pressures on curriculum developers: aceeleratcd, sharply during the 1950s
with renewed emphasis on academic excellence and revision of subject matter. -
% This-gave way during the 1960s to pressure on schools o scrve as agents for social
¥ feform. Demands for attention to disadvantaged minoritics reached a crescendo
in the 1970s with new attéhtion to racial minorities, handicapped children, non-
English-speaking students, and feminist interests. Accountability for results in
terms of student achicvernent moved to the public arcnia. This brought about
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NUICrous fgdc.m] and state laws that now impinge on if not c(.m'trul nuch of
what is done in the school’s curriculum. A .

Legislators at both the federal and state levels have concerned themselves
not only with educational achievement, desegregation, affimnative action, due
process standards, -and equal cducational opportunitics but also haye become
involved with single interest advocacey groups. '

Local school boards have frequently found themselves hemmed into narrow
decision zones in some matters as a result ot centralized and legalized pressures
frony federal and state législatures, courts, and agencies. Governmental authority
stems from multiple power centers, not front a siiigle control point; thus, school
boards often_find themselves dealing simultancously with a range of require-
ments and rcgu]iﬁons. In additiou, local school board mectings are frequently
opportunitics. for ilitlign‘mt citizens or special intergst groups to express them-
selves and may range from orderly forums to slouting m.ltdws that can l)rmg a

) niecting to a state of p.mdc\m\uum

In addition, organized teachers groups me becoming highly expert in
- .. Dbargaining for their interests, especvally salaries, fringe benefits, hours, and
workitig conditions, with curriculuny implications on the horizon. Advocated
are proposals such as staller class sizes, more preparation time, and additional
help for children and youth with cqual opportunity needs (Shanker, 1979),
Caution, L\prcsscd by Licherman (1979), emphasizes that the activities of
teachers umions are’ generally limited to the interests of members, not |)ul)]|c
interest considerations.

However, a position paper of thc National Education Association sets forth
its belicfs about a strengtlicned future “role for teachers i enrriculum decisions.
NEA advocates central involvement of teachers in cusriculum planming and staff .

_development programs undétwritten by school districts to help teachers ‘uqmrc
‘curriculum development slu]]s 1980, pp. 23-27). .

School board niembers have found, i dealing with pressures from varied
groups, that they must increasingly enlist expertise on their side, especially legal
counsel. They must depend more and more on the superintendent and the
supcrintendent’s staff for gathering relevant information. Sehool boards alsa need/

“aceess to higher levels of government through lobbyists and representatives.

making bodics, can make it possible or impossible to open a curriculum dialo;
\nth the |)rufusmnal staff, pdrcnts ()thcr L()lllll]lllllt\ mcm])us Jl](] studc

v

d.lt.l to thc l)o.lrd for furthcr Llll'l'lxtll]lllll dgusnons .
"What arc the spheres. of power ofgovcrnmcnt.ll fev cls and publics who are

affeeting curriculum decisions? What are some of the effects on sehool programs

_of increased pohtlcn] activity? What barricrs or constraints must be taken into-—
“account by, curriculum developers and what positjve forees can be utilized?
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Although the U.S. Constitution has not given Congress explieit authority to
control the school program, Congress has found ways to do so by taxing and

_spending on behalf of education and then attaching conditions to its grants to

schools that must be et in order to continue to receive federal money. Congress

has cxc‘*cd its power to influence school programs by providing categorical
grants, for programs for the cducationally disadvantaged, the handicapped,

bilingual students with limited English-spcaking ability, for the development of
curriculum maierials in science, math, ,cn\'i(onmcn'tal] cducation, and cthmic

studies. Fuids have been provided to help schools purchase niaterials and

equipment for selected courses. Vocational education has enjoyed support for’
many vears. Other funds hate-been available to help districts plan desegregation

cfforts and for educational programs that are designed to reduce racial isolation of
students and the consequent cdugational disadvantages. Money has been given

to schools for improveme the teaching of reading, for the arts, preschool

cducation, careercducation, tonsumer cducation, special attention to gifted

children, and for school library materials. .

Although current-trends are toward less federal spending for education,
consolidation of dozens of programs into block grants, and toward more control
by state and local govermments, several federal programs have had an unusually
strong impact on the curriculum of-the schools (van Geel, 1979). Federal
regulations that prohibit discrimination on the basis of race or sex have forced
far-ranging changes. in school organization and policy through regulations and
guidelines for local districts that were developed by the Office of Civil Rights and
the Department of Flealth, Education, and Welfare. Schools that failed to
observe thes¢ regulations could lose financial assistance from the federal -
govermment—a loss schools could not afford. :

As federal and state governments increased théir regulations for public
cducation. the courts became more and more imvolved in school issues. Lawyers
and courts, although claiming no special expertise in professional cducation,
were called-on to resolve various school problems. Generally, these have been
problems that relate to basic rights set forth in the First and Fourteenth
Amendments to the U.S. Constitution and similar provisions in state ‘constitu-
fions. These can be roughly classificd as matters pertaining to race, distribution
of wealth to schools, and individual freedoms. Thie fyain interest of the courts
has been to enforcé minimum constitutional requirements and ensure at least a
minimally adequate public'school program for all students. Thus, in several
ways, constitutionally required programs are emerging from the courts (see

; . _

_Hooker, 1978). .

There is no question that federal courts have directed major cfforts toward
increasing the integration of minority students. Ahnost every school in the
country with a racially heterogencous student hody has had to develop an
integration plan and many school districts have been involved in litigation over
racial intégration, particularly when busing was required. Although the busing

—

4
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issiie has been volatile ui some localities, it has not been a failure aceording to a
Harris Poll (19511, Findings were that 54 pereent of the parents whose children
were bused as part of an cffort to achicte racial halanee found the experience
"very satisfactory,” 33 pereent found it “partly satisfactory,” and only 11 pereent
found it wvatisfactory. Nincteen pdreent of American families have been
imolved in busthg for racial integratipon.
The passage of Public Law 94142, the federal Fducation for All Handi-
capped Children Act of 1975, has had a dranwatic impact on the operation and
administration of public schools. Curriculum and services must now he provided
for children with severe to mild hapdicaps, children who until recently were
almaost't never found in the public schools. A thorough diagnosis of cach child’s
strengths and weaknesses is required followed by sessions involving the parent
and specialists for pldnning the. child’s Individual Edacational Program (1P,
~Appropriate programming must fgllow and the child must be reevaluated
periodicaily followed by necessary| changes “or advancements in fhc child’s
program (Qrclove, 1978, pp. 699-7 07)
Implementation of bilingual ¢ lueation became a national issuc after the
Suprertier Court ruled in Lau v, Nichols, a class action suit, that failure to
- provide non-English-speaking Chingse students with special instruction denied
them a meaningful opportunity to phrticipate in the public education progratns
.and thus vielated Scetion 641 of the Civil Rights Act of 1964 and its federal
“regulations and glidelines. (See Zirkgl, 1978, for this and other Supreme Court
decisions affecting education.) Disagicements at the cabinet level on the degree
to which federal regulations should dontrol the specific methaods for providing
bilingual education in local (hstncts wiere resolved by delegating rcsp(msllnht\ to
local scho()l h(mrds

pr()gmnl is thc L\pdnslon ()f the wuupt of quml L(lllt‘dtl()lldl ()pp()rtuult\
and courts came dh()ut to assist studcnts

TS < .
I'he apparent preoccupation of fe
. -~ . ‘ . . <
rudirnents of education should not deter burriculum leaders from also attending

| al, social. acsthetiec—at ali academic
levels. Local and  fate governments & xpected to assume more and more
responsibility as fcdcml' funding decreascs. \\hllc wnhnlnng to Lccp thc

ted to increase thcnr unphdsls on effective sdmol programs.
‘)\cr the past two dcmdu aqtronomwdl sums of money hmc been pourul

lcsson phans lm\c bun W nttul. I"Illllb and \chotdpc.s ha\c bun nmdc._ Sutu to
be visited\and observed and prograis to be transplanted are available. Wht have
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[ out what works, what doesn’'t, and in what scttings. Information is being
published. An example of an analysis of successes and failures is the Rand study
of the implementation of reading  improvement  programs  (Berman - and
McLanghlin, 1978, and Wood and othiers, 1981). Stressed was the inportanee
of job-crbedded inservice in which teams engage in the study of one another’s

o teaching and carry out the coacling clement within s_Gool time and environ-
ment. .

That teachers must be involved in- curricalum: development if the end

yoduct is to be vsed suucxsfull\ in the classroom was one of the basic findings

of a Targo—sealce study of the “effeet of the federally and foundation-tunded |
curriculin reforns in scienee, nathematics, and social scienees of the 1960s
and 1970s (National Science Foundation, 19795, Predicted changes in teaching
techniques and content did not often take place when teachiers were expegted to
bridge the gap fron summer institutes and printed anuals to actual practice

- without further assistance. The NSI report provides anaple suggestions for

correcting thiy situation,

I'fforts divected toward improvement of students” writing abilitics arc
begining to attract attention. "The Bay Area Writing Project (Applebee, 1981,
which features holistic scoring and frequent writing by students, is being adapted
in numerous schiool districts. Also, the National Assessment of dedncational
Progress” Third National Writing Assessment (1981) concluded thateif specific
writing assignients are not included in the school curriculum, they should he
and supervisors should make sure that writing techiigues are taught.

Title I tcompensatory education) has taught educators how to develop -
individual cducational programs for cducationally disadvantaged children, to
evaluate serioush and use the data annually for upgrading and improving their
‘Title 1 programs. 'Iis has produced asmanagement style for curnculinn workers
that was forcign to most schools of the past.

_ I the arts and acsthetics fields there are indications that creative thinking
- and resourcefulness have been anleidshed through stimulation of federal funds
' that may continue to have impact on carricudum even though federal financing
decreases, An illustration is a part-time enrichment program for public. school
students in St. Louis and St. Louis County, Missouri, which will use 11 city arts
and other. cultural institutions for activities designed to bring city and suburban -
students together. About 3,000 students from different schools are expected to
, meet in integrated groups about two hours a week for cight wecks at the various
o sitey for oris and acstheties studies. A privately financed ereativeventure in cable
television, the Alpha Repertory Television Serviee (ARTS) offers schodls as well
as homes a range of arts-related programs that can “teach the ABCs of, thc drls
{Bry, 19811 G .
Renewed national interest i_n‘ the sources and limitations of federal money
-and taxation, and budget processes generally, should stimulate the ‘teaching of
ccon. mics in interesting ways aall levels. Federal funds previously spent.on the
development of cconomic education materials may come to fruition. Similarly,:
the recent intervention and intérest of the courts in education-and in the rights
o ,

2 .
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and responsibihities of Amencan citizens should give impetus to the introduction
and expansion of law-related education into the curriculum.

Of pdl’tltllld[ signih e, dll(l an outgrowth of gowrnmcnhﬂ interest in
cducation, is a series of studics of cffective schools: that is. what are the
determinants of achievement. Funding has come from several sources including
federal, state, and local. An carly study of four instructionallv effective inner-city
scheols (€Weber, 197D tended to disprove the Coleman (1966) and Jensen (1969)
conclusions that low achievement by poor children was an inherent characteris-,

¢ tic of the poor. Weber's major findings were confirmed later in a case study of
‘ two inncr-citv New York City public schools. Numerous other studies have sinee
verified and expanded the conclusions; that is, high achicvement was associated
o with schools that had strong leadership, high teacher expectations,  gouod
‘ " atmosphere, strong emphasis on reading, and carcful monitoring of pupil
progress. Missing in all four schools were factors usually: thought necessary for
" high.achicvement, nuludmg stall class size, homogencous ability grotiping,
supenor teachers, ethnic background of teachers similar to that of the students,
preschool education, and optimal physical facilities. : . S
The scarch for unusually effective classrooms, programs, and schools—
those whose students consistently achieve Better than their peers—has extended
into several states including New York, Pennsylvania, Delaware, Maryland,
W California, and Michigan (Edmonds, 1979). Major findings that characterized
successful clementary and high schools are reported in School Learning Climate®
cand Student Achievement (Lezotte and others, 1980). o :
A tvpical illustration of an cffeétive sghool study is the Brookover and
Lezotte study (1977) in Michigan. Beginning in 1970, the Michigan Depart-
ment of Fducation annually tested all public school pupils in grades four and
seven using criterioni-referenced stindardized measares of basic skills. Over time,
these (|dhl were analyzed to identify clementary schools characterized by =
consistent improvement or decline in pupil pcrfornmmc Fight schools- (six
improving, two d&clining) weré selected for intensive analysis on site’ to
detenmine differences bearing on improvement or decline. Ten “factors were
identified. These included emphasis on mathematics and reading objectives
bascd on the belief that all children can master basic objectives, high expecta-
tions for students, acceptance of responsibility by the school (not 's'hifting, blame
", to parents or students), ‘more time on task by cutting back on-uniceessary
" interruptions and mechimical tasks, acceptance of the state’s accountability -
model, and a strong principal role as instructional |c¢1(|u (Also sce Bloom,
~ 1976, for the case for mastery Ic‘mnng ) - :

<

State Influence

. Increasing influenge on school programs by state legislatures has paralleled
-~ . the growth of federal influence. The turn toward heavier state control over local

school districts significd a-drastic change in understanding of who is in charge.
Historically, the Tenth Amendiment left legal authority over the school program
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-
cntircly to thg state. Actually, smtc lessislatures and state hoards of education have
« had more authority than they have used and have not excrcised their full power
in the past, but have left curriculum decisions to local school boards except for
the barest directives, usually only listing broad subject arcas..

Legislatures |1J\c usually required that schools offer and students take
certain courses in U.S. history, English, mathematics, and the U.S. and State

* "Constitutions. Some .st.-ltu have added other requiremicnts such as courses in
driver education, the cffects of alcoholie beverages, consumer cducation, carcer
education, and the contributions of minority populations. A few states have
kglslatul curriculum emphasis on values such as moral character, truth, justice,
“civic virtues. free enterprise, the evils of commuuisn, and so on. In recent years
curriculum mandates have incrcased drastically. The scope of legislative
mandating of curriculim. has been the subject of a comprehensive study
sponsored by the American Bar \s%ouahon the Social Science Fducation
Consortium, and the ERIC Clearinghouse on Educational Mandgement (see
Heming and others, 1979). A summary and analysis of state curriculum -
mandates was provided as well as suggestions for the future.

- luterestingly, it appears that many teachers do not know what is mandated
but rely on their adipinistrators and supervisors to keep them informed. "1 he state
dcpartn.mts of education generally have not had fail- proof methods for reaching
teachers with information on mandates. Confusion has resultéd when unexpect-
ed reports are required or funding is cut off for lack of compliance. Supervisory -
personnel, therefore, have nccessarily added rcgulator\ and mouitoring func-
tions to their repertoire of skills. -

The most spectacuir cfforts of state legislatures have been the development
of L()nlthCllL\ -based instructional programs. An example of a comprehensive
competency-based plan is thic Louisiana Pupil Progression Plin which mandates
tests for determining promotion from onc grade to another, kindergarten through
grade twelve. Many states mandafe testing at one or more levels but wsually not

" gradc levels: An informal survey found that by 1981 38 states had cnacted

ctency-testing legislation and others reportedly were planning somie forn of

1 competency-testing for studénts. I addition, several states:” such as

wiana, Ilorida, and Georgia, had enacted competencey tests for teachers to be

ac schools will be supplied with future tcachcrs whe mect literacy st‘mddrds
acasured by standardized tests. »

Although’ some “eritics have deplored nmndator\ state tcstmg prograis,
most schools have followed their statc’s advice and rcqlnrcmcnts Positive
feedback is increasing in volumic as educators find that assessment prograras are-
Icading to improvement. Penmsylvania’s Educational Quality Assessinent pro-
gram includes broader goals (sclf-cstcem, understanding others) as well
academiic. achicvement. Analysis of results shows‘a hgh correlation I)ct\\ccn
“achicvement and a positive attitude and good communication among teachers,
“parents, and pupils (ASCD, 1981)."

Data arc regularly published by several states indicating that competency
tests arc producing gains in achicvement. Florida's competeney’ program, for
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cmmbk has sunvived oppusition and sontewhat dramatic gains “are sal(l to
“prove that students can achieve when spurred by the motivation of knowing that
. something is expected of them” (Turlington, 1979, p. 650).

"The political contest that spawned competencey testing and othier state and
federal controls on schowl programs was the accountability movemerit.'Account-
ability mcans “those svstems or arrangements that supply the general public, as
well as educators, with aceurate inforn:ation about school output performance—
test scores and other data thdt show how well groups ofdnldrcn are learning in

ool (Wynne, 1972; p. ix).
A Competency  testing - sccmcd to lcgislators an ob\'ious solution to the
Lo ‘monumental task of monitoring accountability for educational policy and
' practice in the local schools. The fact that results of mandated state tests arc
being published in newspapers serves the purpose of accountability to some
cxtent. It has placed the spotlight on the low achieving schools and has caused

the lower achieving students.
Anothcr expression of accountability and rclated to objectives-hased assess-
ment programs  is management by objectives (MBO) a method of checking

Dewey's emphasis o the power of purpose and. his accompanying admonition
that intelligent observation.and judgment are necessary in developing a purpose
(1938, p. 71). MBO can be mismanagement by objcetives when the focus is on
the ‘trivial, not linked to pupil lcamning, or when professional autonomy is
jeopardized. MBO works best whei it reinforces the major objectives of a school
district, keeps paperwork slmplc and rcasonable, emphasizes the performancee of
the Jarger ‘group (not stars),- reiniforces professional work cethies and personal
growth, is d(:\clopcd with the staff, and cstdl)llshu reasonable srelationships
between salary and performance (English, 981). .

Madification of -systeins of taxing and allocating resources to the schools

ing that property taxcs uncunstltutlomllv deny equal access have caused
revisions of funding in several states. The assumption is that sufficient funding
~ will provide quality cducation, a premise that has been questioned (Schaffarzick

© and S\kcs 1979, pp. 56-57).

Special Interests

. ‘
o < The mﬂgcmg of 1nfornm| or nongmunmmtal groups, ,dgcnuu and
) orgamzahons ‘on curnculum decisions should not be underestimated. Polariza-
tion has frequently tended 'to obscure feasonableness and prevent meaningful
dmloguc between parents and educators in regard to' controversial topics and

the political climate.. Although there have been. surprise attacks-on school
programs that have caught the school’s leaders unprepared, potential issues and
controversics gcn(ra,ll\ can be pr(.(hctcd by politically- -aware educators.. Early in

teachers and adiministiators to intensify thcnr cfforts to I)nng up the test scores of -

ouitcomes against objectives. This may be the modem mtcrprctahon of John

represents another rcldtlonshlp to accountability. Recentycourt-decisions declar-

teaching matcrials. It behpoves curriculum deeision makers to be fully aware of
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the planning stages, parents and other citizens should be involved in constructive =
exchanges of views. Rationale, objectives, proposed teaching activities and
materials, and methods of evaluation can be explored and thmugh rational
processes usually agreed-on plans can he developed. :
ISsues fanned by special interest groups chimge with time as they ])Lu)uu,,,-.___;
~resolved or obsolete, but new ones continually appear. Constant alertness on the
part of curriculum deciders and (|L‘\L‘|()|)(.l'\ is needed as well as competence in
« problem solving. ~ - ‘ ’
Book censoring periodically gains local and even national atfntion. 'I'hg
widely publicized 1974 textbook battic in° Kanawha County, West Virginia, -
fanmied book censoring flames in other parts “of the country, More recentlv a- - -
" zealous hushband and wife tcam in Texas organized a school bouk’ censoring :
group known as “Fducational Rescarch Analysts™ and by tirelessly campaigning
across the state and clsewhere wereeable to pressure schools througlh their parent
groups away from the purchase of certain books alleged to instill disrespect for
American values and the fanily (Larsen, 1980; Park, 1980), :
Canght in the nnddle of book censoring controversies are publishers of = g
.  school materials, who are foreed to compromise, and boards of education, botly
: state and focal, who are pressed by special interest groups to censor books.. On
one side are parents and other citizens who contend that certain passages in
textbooks or library books are warping the traditional™values that should be
“inculcated” in students and on the other side are advocates of intellectual
AR | freedom who say that the school and library should provide a forum of ideas for
: students to question and examine.

The curniculum decision maker should be prepared to protect a school
climate in which intellectual freedom can reign and at the same time recognize
the parents’ rights in a free socicty. An educational campaign may he in order,

Religion in the schools i another major issue that has come before the
courts on wamcrous occasions. The basic principle on which various decisions
have rested is that public schools may- neither advance nor inhibit religion. On
this basis the. Supreme Court struck down school ceremonies that involve
reading from the- Bible and fecitation of pravers, even though these may be
nondenominadtional pravers and ¢ven though students who ebject, may be
excused from participation, But just as the courts have barred instruction in what
we t\pl(..lll\ call religion, the Supreme Court bas said that the school may not
establish a religion of secularismy; that is, atheism (van Geel, 1979, p. 29).

In regard to the issue of creationism vs.. evolution, court decisions have
declared it in conflict avith the First Amendment of the Constitution to require™
scienee testhooks.and curricula to include the Genesis account of creation (see
Skoog, 1950, and Bird. 1980). Bills arc constantly being: presented in skiite
legislatures to séek wavs to include school prayer, ereationisim, and.so on, i the
sehools and circumvent previous court rulings. ‘The current national administra-
tion appears to fa\()r school prayer and it scems destined for further discussion in

K Congress.. It appears advisable, however, for curriculum developers in the public
schools to note that any ideas or ¢oncepts that seerm to stem from a religious point -

-

as
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of view must be |1M|hu| for inclusion in the currictdum qn the basis that they
“advance students' knowledge of society’s Cultural and rcllglous heritage in"a
historical framework. ‘ .

Sex education courses frequiently provoke u)ntr()\us\ " Fundamentalist

“that the stadv of sex education would encourage teenage pregnancics, lesbian-
ism. and homosexuality. Comnselors and other educators have maintained that
schools must fill the information gip or at lcast counteract teenagers” misinfor-
mation about sex. Participation in sex education or other potentially controver--
ial-courses should be voluntary. Pafents and students should be informed before
the coursc begins of the rationale and prop()sul outline of the course: so that they
can decide whether to elect the particnlar coursé. In planning tlic coursc in thc
first place, parents and students should be involved.

i

- Leadershq)" in Curriculum Development

It can be concluded that the political confext.in which vital Llll’l’1Lll|lllll
decisions will be made must be a context in which all parties concerned with.
school improvément arc involved and working  cooperatively. Curriculum
lcadership can be measured by the degree of competence shown in acquainting -
the participating groups and individuals with the best that is known from related
rescarch and cmploving a range of organizational skills.including: identifving
needs and problems by uhbiascd methods, defining goals and objectives at

- several I(,vcls of decision making. developing plans and procedures that clicit the
“trust and cooperation of the participants, involving people of different as well as.
like interests and backgrounds, finding ways to commmnicate and use fecdback
from inside the school and with external groups, and using implementation and
evaluation processes that will produce u)ntmumg and constructive change and
renewal.

According to several studics the principal is a key in attaining at the I)luldmg
level exeellence ineurriculum, a learning cliimate’in the school, and growth in

student achievement. (For example, se¢ Fdmunds, 1979; Austin, 1979; Good- -
lad, 1979 and Bentzen and othiers, 1980.) Principals have considerable power to
‘influence curriculum (Iuelopmcnt In fact, in wany districts where enrollment
is declining the principal has becoine a etrriculum leader while other'superviso-
rv resources have vanished. Thus, principals havefound themselves ina role that
was not uppernmost i their training programs.

A The cffective principal needs these amonig other necessary Lompdcnuu

skill in instructional leadership to the extent that everyone in the building is:
committed to instruction and Icarnmg as the main eniphasis; ability to maintain
an orderly, -purposcful climtate in which cooperation for the good of all is a

- priority; and success in scttmg and ‘mecting high levels of expectation for

+ students, teachers, supervisors, and the principalship, ‘

: Qurnculum lcaders at all levels, wﬂfthu prmélpal superintendent, currlc-

ulum’ dmctor, govunmmt official, or others, have tnigue ()pp()rtumtlu “for

groups have objected to the topie being part of th¢ curriculum based on'the.clim |

v
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growth in pohtlcal skllls Sharing power over curriculum dcwlopx\cnt witl’
* teachers, students,. experts, scholars, parents, and other citizens is difficult and
-involves risks. Whether the involvement of these various groups leads th success
sin curriculum development mayv depend on the ability of the leaders to\iu\ tlic
riew constituents in educ.. .on not as competitors for a limited amougt of power
but as previously untapped sources of leadership and influence in the ficld of
education.
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Selecting Leammg >

Activities - -

Doris ’l‘ Gow and Tommye W. Casey

- ) ! N

carnng activitics are thc planned lnt@r iction of ch student: with the

-instructional environment. These activities are derived from tht gouls of

the curricudum and student- engagement in the activities is aitned at

mastery of the curriculuny’s spcuﬁc objectives. Since “all gehmine education

comes about through experiences”™ (Dewey, 1938, p. 13 and Teaming activities

are designed to provide such experience, the identification of appropriate
learning activities is one of the most critical tasks in curriculuny design.

The identification of fearning activities, however, is not solely the preraga-

tive of the carriculum developer. Teachers tend to use curriculim guides

flexibly. Thev may” emphasize different portions.-of the course of study, put

together different supplemental and remedial materials to mect the pereeived
needs ofgcach class, and often seleet from texts, workbooks. teacher's journals,
and other sources learning activities thit were not a part of the carricalum. his
mixing ‘md matching of nmtcrmls may result in gaps and dcfuunuu in student

ning. . .
l%" Morcover, Jackson (1968) suggests that student kdrmng ma g nbt be the
primary goal in the seleetion of these activities anyway.

Teachers seem to be making some kind of an ulnc.nul gaess abgnt what would I)c R

I)cncﬁcml activity for a student or-group of stiwdents and then doing whatever is neeessiry -
“to e that |)Jrhupd|lts renain involved in that activite, The teacher's goal, in other

words, is student involvement rather than student learing, It is trne, of eturse, that the
teacher hopu the-involvement will resalt in certain beucficial changes in stndents, but
lcaming iy in this sense a by-product rather tlmn the Hyng .llmm which the teachgr is Inost
directly concerned (p. 2+, i .- .

Severalk solutions o the problem of diserepancies between the planyed |
curriculum and the actual instruction have been suggested. These include
teaching teachers curriculuin materials desigy and analysis skills (Gow., 1976,
1980), learning principles (Guagné, 1965), aud a repettoire of proven effective
instructional strategies (Jovee and Weil, 1972). Another suggested remedy from

L3
the administrator’s point of view s curriculuif mapping as a mcans of quality

Lontrol (English, 1978) The l(lmhﬁmtlon of lcarning activities® th at keep the

s
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“student m\olw_d by wirtue of their carcful tailaring to the specifie school and

studeit population and the communication t& the teacher of the rationale for

their sclection mav be another way to ensure the use oflcarnmg d(,tl\ itics that are
consistent with the planned ‘curriculum. :

" This chapter will trcat the identification or definition ofkarnmg stl\ltlL‘ s as

a culminating stcp in the systematic process of gugriculum dev cl()plmnt which

began with the identification of gencral cducational goals. Pertinént topics to be

covered are categorics of leaming activitics, criteria for their sdectl(m, and ©

_procedurcs for their design and development.

B -
T e

»
Categorjes of Curricnilum Learning Activities

The characteristics of a anculum and the proccdurcs used for its design

~and devclopment may hiage on the developer’s general orientation toward the -
curriculum field. Fisner-and Vallar ce (1974)*have identificd five such coneep-

tions of currieulum:, curriculuni as the development of cognitive processcs,:

curricu]um'as technology, sclf-actualization or curriculum as consununatory

expericnee, curticulum for sacial rccomtructlon—rckvancc and, curriculum as

academic. rationalism. Co
The curriculum developer my., takc an eclectic stance, however, and may

seléet Jearning activitics and employ dcsngn procedures accordjng-to the spcuﬁc '

_ objectives mehaslzcd in any given sequence of instruction rathier than from a
sitigular global “orientatioh. This "is the Tvler approach (1949, 1975 5). He
identifics four types of leaming activities: to dcvclop wll in thinking, to acquire
- mformatlon to deyclop social attitudes, and toa(lu clop interests. These are tht
source of the categdries we shall-use to describe and analyzc leaming activities in
- this chapter. The slightly different wording fits more precisely the rescarch that
* will be cited in support of the selcction of appropriate activities. The following
four categories of lcarning activitics are thosc that séem to demand substantially
different kinds of student ])chaVl.or for goal attainment: .

e To acquire mfonnatlon ‘and basic skills

‘@ Te devélop socialattitudes .

® T'o develop self- - . - : ¢ -

® To develop information- -processing and pro])k'm so]\mg skills,

Ofacourse learning activities that fit best in any onc catcgory may Lontnbutc
to attainment of other catégdyies of goals as well. However, there appcar to be
fundmnmtal differerices among these four kinds of goals. -

A

To Acquire Information and'Basic Skills - ‘

Learning aetivitics to acquire mfonnatlpn and basic skills arc those activities
that are required for learning the fundmmentals of reading and mathematics and
the acqumtr?'ml of information through low level cognitive procusmg (know]
edge, comprchcnsl(m, and perliaps apphcahon) .

Stydics of cffective practices i basic skill acquisition provudc cvidence rf()r
.incorporating dircct instruction karnmg activitics in basic skills curn%‘ula for
e ) . _

-
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. both clementary and sccondary schools. Berciter and Engelmann (1966), in their |
"« work with “disadvantaged™ preschool children, found that providing demonstra- — + =
tions, drills, excrcises, praetice, and feedback as well as performance criteria for :
the chjldren ensured that most mstructloml ()I)|Lctwcs were mastered, Rosen- <
shine's review of the rescarch (1976, 1978, 1979) highlighted as related to ‘
achicvement the s@ne type of direct; stractured, academically focused, teacher-
dlrLctuI activities for primary and middle grades. Goals were clear tostudents, -
. coverage of contentextensive, and feedback to students imuediate and academi-
- c‘}ll\ oriented. In juniar and senior high school. similar findings with total group
) instruction were that maximum, tunc on task, direct questionsto spwnﬁc '
“students, and gegular feedback werd positively re dt;t(l to achiev enent (Stallnlgs C i
Needels, and Stavbrook, 1979). s
Mastcr\ leaming is another construct that is particularly, tllmlgh not
exclusively, apphul)lc?o goals aimed at acquiring mformation and bisic skills. It
s based on the premisg that 90 to 95 percent of all students can master school
subjécts given sufficient time. Mastery leaming activities are characterized by
carcful structure, small steps, frequent mgnitoring of progress, and a feedback-
corrcetive process (Bloom, 1968, 1976). Group instruction is duglnultul by
individualized covrective procedures. A similar systém, based on mastery
objectives, is the Kellef Pesonalized System of lustruction (PSD “which is
individualized and uses tutors penmitting contindous progress at the college and
university level. -
= Mastery lecaming has beg proveh effective for acquisition and comprehen-
“sion of subject inatter content and acquisition of basic reading and math skills,
although it mdy \m{L for ether Kinds of lcaming as well (Burns, 1979; tyman
and Cohen, 1979), 3 .
One essential element to include i the design of leaming ;IL‘tl\ itics to
¢ acquire information and basic skills is structure. Another critical clentent is time.”
tut busic skills, time is diveet instructional time. For acquiring information, it is
ﬂL\lblL time for mastery. : :
Othicr clements that have prmcm o be cﬂ'cdnt and can be mc()rp()mtcd in -
the curriculuin design of Icarmng activities in this eitegory are frequent
monitering: of student pr()grcss small stLps. academic focus, and umnulmtc 0]
fecdback. . . .

i

¥

To l)evelop¢Soc1al Attltudes ‘ T o

+ One reason for dey 'LI()plncnt of free universal education in this cmlntr\ was _*
to provide -the litcrate; participatory citizenship demanded by a dcm()cmc\'
Leatping ‘activitics to (Ic\clop social “attitudes include: (1) #ose (Icugnul to
produce an informed clectorate, and (2 ?hosc (Ic.s_lgn;.(l to (Ic\cl()p (|L‘lll()Ll’dtI(.
spcial behaviors. - I
Activitics that help students dmﬂwc rcal or |1\'|)ot|1ct|c‘1| issnes or situatiois

. and, morc hmportant, to work toward resolution of conflicts in values are
designed to supply experience for present or future political action. 'Fhe activities

3 i Oliver and glka\'crs (1966) Harvard Socml Studics Pr()lcct curncului’n
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L}
'

Q . .




‘ , - : SELECTING LEARNING ACTIVITIES 115
yret K ’ _ o, o

materials are an example of this category. Case studies are provided to give
students the opportunity to engage in the process of analysis. The, process is

.7 guided by questions that Icad the student to recognize types of value conflictsand .
to work toward general pohgu.s to apply to valuc conflict situations. E
S Similarly, Massialas and Hurst (1978) are bent on making the entire school w
. a Iaboratory for- understanding issues-and participating in decision making to L
enable the students to develop a sense of control over their environment. This, : :

they argue, can be achieved through “knowledge, understaiding, participatory
activity, and the development of a sct of defensible values™ (p. 3).
The fostering of sogial attitudes that go beyond intellectual activity to action

" is possible through both in-school and out-of-school activitics ranging from peer
tutoring in classrooms to community educational activitics which Bronfenbren- -
ner (Brandt, 1979) ealls “a curriculum for caring.” Such activitics may include i
volunteer-work in hospitals or geriattic homes and other social action programs
such as working-at recycling centers or cleaning up stream: beds. "Massialas and ,
Hurst (1978) hive attempted-to ensure the inclusion dfthis tvpe of activity in the L
school curriculum by up‘mdmg the usual cognitive and affective domains of
school learning to include & participatory (Iomam :

The American Sociological Association was the sponsor, morc than a -
decade -ago, of Soziological Resources for the Social Studies, which include
Iaborat'rv units for social inquiry. These activitics teach’ basic social science

and ‘sociological ‘mcthods, but students also conduct independent
investigations into social attitudes and behaviors, including thur own (Lippett,
Fox, and Schaible, 1969).

Grotup investigations, as proposcd by Thelen (1960) provn(lc group interac-
‘tions as well as inquiry into social prol)luns. The students, in groups of 10-15, o
+ identify a problem and organize to solve it, assuming the necessary roles, Pl

performing the tasks they have identified as essential, and evaluating the results. _

“The organizing and group interaction in themselves are learing activities that i
ate directed to the development of social attitudes and skills and to self-conscious “z
abscrvation by the student of his or her own group participation. .

Lcaming L\pcncnu.s designed to produce stirdents who can analyze public

issues teach them to process information about public issues which is very similar.
to the kinds of critical thinking involved in the mformatlon processing and
‘problem solving category of activitics. However, the differcnec lies not only in
the goal emphasis of the activities designied to produce an informed clectorate,

but also in the activitics themselves., The sacial fpcus‘is always uppermost in the
usc of process to modcrate conﬂlct in the emphasis on respect for alternative
views,and in participatory ‘activity in decision making and socialization.

The critical clcmcnts of the typical lcarning activity to dcw.lop social
attitudes arc use of an inquiry mcthod; practice of social analvm. usually in a”

- group situation; and observation of attitudes of self apd others..
While social attitude is onc indicator of the individual personality, the focus
- of social attitude lcarning activities is on their social aspect. The third category of
" .learning activitics, to dC\’(.lQp sclf focuscs more directly on the individual
person.  ° - |
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To Develop Self

The design of learmning, activitics to develop or enhance student self-concept
has been the focus of several clinical and developmental psychologists. 'They are
guided by the belief that “to be effective. education must fiud ways of helping
students discover the personal 1neaning of.evénts for them”™ (Combs and Snvgg,
1959, p. 1491, The emphasis is on helping the student beecome a self-actualized
lcarner (Maslow, 19541, The most cffective and lasting fearning according to
Rogers (19691 is self-initiated or self-directed -and occurs in a nonthreatening
envitonment. Nondirective tmchmg (studcnt centered instruction) is the pri-
. mary vehicle for achieving this goal.

~While climiate is more closely identified *with instenction than with
curriculum, curriculunm materials themselves provide a climate for learning and
the information”and reconuiendations they supply for teachers set the stage for
the creation of a desired classraom climate. Duukin and Biddle (1974 have
pointed out that climate is usually identificd on the basis of frequency counts (of
praisc, criticism’, and the like) and most conmunications in the classroom are
neutral in terms of wanuth ¢Flanders, 19601 !

Certainly there can’ be no eriticism of the attempt to make learning activitics
pleasant and enjovable and the clinical evidence in support of a nonthreatening
cuviromment sees sufficient to suggest that curriculum materials to develop self
explicitly attempt to create spch an enviromment or urge the teacher to do so,

Not only is the climate of the classroom an important clement to consider

but the lecaming activities shoukd offer student experiences with “practical
problems, social problems. cthical and philosophical problems, personal issues
and rescarch problems™ (Rogers, 1969, p. 162). 'I'he instructional designer can
find experiences - with cthical and philosophical questions in the work of
Kohlberg (1969). He has identificd stages of moral growth axl development in
children and has deyeloped moral dilenmas to raisg such questions. (‘.mup
discussion of the dilemmas can help students move to a higher stage-of moral
developtient (Hersh, Paohtt(), and Reimer, 1979),

Activities to encourage creativity also fall into this (.ltur()r\ 'l'h'c' sclf-
actualized person described by Maslow.(197 1) has many of the same characteris-
tics as the creative person deseribed by Torrance (1962). Learming activitics
designed specifically for the creative individual sll()ul(l chicourage imagination,
divergent thinking; and discovery -according to Getzels and Jackson (1962).
Grouping of creative, individuals lomogencously: may - case thur sense ()f

isolation:(Torrance, 1962). ' .

One cntlc.ll clement in the (Iuclopmcnt of learning .utmtlu for develop- -

ment of self i is the n(mthrmtunng environment. Another’ llll])()l’tdllt clement is

challenge: ofissucs. problems, cthical and philosophical qucstmns lhc t|||r(|f

characteristic is stu<lc.nt~untuul mstruction.

To Develop infonnatlon-Proccssmg and Problem-Solving Skills

The fourth category of |carmng activitigs is related to the cducational gml of
developing mformahon -processing and problcm-solvmg skills.
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" . subject discipline, its fundamental methods, concepts, principles, constrcets,

- 1966). 'The hicrarchical arrangement or stencture of the disciplines- was studied

(Gagri¢, 1965). Ausubel (1978) also’ proposcd an instonctiongl strategy to aid in.

~ abstract than the information that follows .m(l must be related to what the student

“approach to develop information processing skills. Piaget's study of intellectual

'with conercte materials—to manipulate them, toneh them, feel them. ‘The

structured on the conceptual structure of the disciplines.

.‘,/'
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SHLECTING LEARNING ACTIVITIES [
{
lhc curriculum refonm wovement ()f the 60s focused on ways to help
students better process information. “Teaching students the structure of the

and their interrelationships: beeame the focus of leaming activitics (Bruner,

because it offered an approach to developing instructional materials that fostered
mastery of lower-level coneepts before proceeding to higher level . coneepts

information processing, providing the student with an advanee organizer; a brief

introduction to the structure of the infornmation to be presented. Advance !
organizers can take a varicty of forms (an entire lesson preceding other lessons, a '
film, and so on). However, the concepts presented are inclusive atid morc

alrcady kno“s

"« The process of u)nccpt attaimment has been studied extensively (Bruner,
(.oo(lnow.dnd Austin, 1956; Glaser, 1968). Taba's teaching strategics (1967), in
the form of “cliciting questions” that help students to process information at
increasingly  complex levels, offer an excellent way of using an dinductive

development (1950) indicated that young children will acquire a hgtter under- -
standing of concepts and relationships if they are given an opportunity to work

implicatiotis of Piaget's work for seleeting leaming activities for the preschool and
“carly clementary sehool child cannot be ignored. '
« Moast inquiry learning activitics (Schwab, 1965: Suchman, 1967; Massialas
amd Cox, 1966) arc based on the five plmscs of problem solving described by
Dewey (1910) The stages are: S B

v

‘A stage of doubt or perplexity

An attempt to identify the problem and goal

Relating thcsc propositions to present knowledge and f()mmhnn of a hypothesis -

Testing of hypotheses and reformulating problem as necessary ~ /.

Undurst.mdmg\rml applying the solution to other examples of the sane problem.
t

B ‘ N * \

. nformation=processing and problem-olving skills leamning activities arc _
" built] around the fun(l.\mdnt.ll structure of a discipline and typically present .
- problems* to be solved using the nicthods of that (Imuplmc The level of the

-student’s cognitive processing for this category of activitics is consistently higher

(analysis and synthesis) than for the category of information acquisition (hm\\l-

edge, comprehension, application), although both categories of activity may I)c ,

These, -then, are the four general categories of learning activities. it- should
be emphasized again that“these categories-do not exclude cach other. For
example, a lcarning activity that cﬂlchvclv%ops mformation-processing .md
prob.un solving skills may also help duclop socml athtudu
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- : Cntcnafor Selcchou,_,and Development of Learning Activities

Pc.mbllltv and Economy Within Constraints of Program Needs, Resources,

.and Staff Capabilities ‘
The educational goals of a school usually are dctcrlmncd by u)nductmg an
assessinent of students’ educatiopal needs. These goals are then prioritized,

objcctives are identificd, and types of leaming activities are selected that are
expected to help students achieve the goals and objectives. However, the
availability of resources in the school also affects the sclection of leaming
activities. In mdny cascs, the sclection of activities may be constrained” by
' budgetary considerations.- Another possible” constraint is staff preferenées and’
capabilitics. The teaching style of the teacher will ‘affeet choice of learning
activitics. For ctample, a tcacher who feels uncomfortable with an inquiry
appr(ﬂch will not use Iéaming activitics reflecting this approach.
In order to-offsct these constraints, it is important to provide the teacher with
" alternative Icarning activitics to meet the same goals and oh]u.h\u \Lm\- '
curriculum guidces do provide such dltunatnc '

©w

- Match to Goals and OBiectéwes J '

‘The position taken in this chapter has been that learning activities are
categonzed or identified according to the goals of education. The leaming
objectives that define those goals usually specify the conditions under which the
student must " demonstrate mastéry of the bchavior to be leamed. These -
conditisns should be appropriate for the lecaming activitics. These conditions
. might include such variables as time allotted for demonstrating mastery. number
WA of problems, tvpe of setting, and so on. i

The kind of behavior desired as a result of participating in  the learning
, activity is also identificd by the objective, along with its level of proficiency. The
AU Jeaming activity must provide an opportunity for the student to practice the kind

of behavior impliced by the objective (Tyler, 1975). If the ol)lcctnc is to acquire, a
basic skill, then the leaming activity mugt offer opportunity to practice this skill at
appropriate levels as the student's proﬁcncncv grows.
e < The content and concepts with which the learner must interact are also
specified by the goals and objcctives, and the sclected leaming activities should
offer the student ap opportunity to usc this content and these coneepts.

.

Match to Students

. Lcarning activitics should match the charactenistics of the student popula- °
tion for whom they arc (]Cﬂgncd Devclopmiental [iwchologlsts Piagct, Krikson,
Kohlberg) postulate that children's intellectual, moral, and social/cinotional
growth and devclopment go through certain’ well-defined stages. Of. course
Icarning activitics should be identificd to match the capabilitics of the studenis »

s+ for whom they arc chosen and stage of develgpmientis one individual difference o
" that affects that choncc Asan example, .their stage of loglcal opcmtmns Timits the ;

IText Provided by eRic [
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' ( » .
problém-solving capabjlitics of cllil(lrcn (Piaget, 1950; Flavell, 1963). Care is
necessary in choosing activitics' in the information-processing/problem-solving
catcgorv that the student is maturc enough to perform sucecssfully. Where more
than one stage is represented among students in a class, a corrupon(lmg array of
activitics makes an appropriate match morc probable. . ‘

In thosc cases where lcarning is scquentially structured, students must have
already mastered behaviors prerequisite to the present objectives. The curricu- -
lum designer’ needs to consider thc students’ prior lcarning before designing .
leaming activities.

Other student characteristics. that should he Lonmdcrcd in designing
learing activitics arc-lcaming style and interests. Given the range of individual
differences in leaming style that have been identified by rescarchers (Kagan,
1967, Harvey, Hunt and Schrocder, 196 “Vitkin, Dyk, Faterson, Good-
cnough, and Karp,_1962; Cohen, 1976) ... the paucity of cvidence on
treatmentieffécts, self-choice may be the expedient method of matching. It might
be ncither practical nor even best for the students to suggest that every objective
could be attained through a preferred learning mode. However, some attempts to
match activitics to style that could facilitate self-sclection suggest such alterna-
tives as progfammed leaming, multi-sensory instructional packages, and contract 7

., activiy packdges (Dunn and Dunn, 1979). Another and very promising R

. proceduire uscs a cognitive style profile, which has accurately predicted academic ;

b achicvement, to identify Teariiing deficits (Letteri, 1980). This.would then .

: permit selection of learning activitics, that might remedy those deficits.

One of Tyler's (1975) five gencral principles that apply to the sclection of .
Jearing activitics is that the student should obtain satisfaction from carrving on
the kind of behavior implicd by the objectives. Sclecting a range of activitics
known to be interesting to students of a given age and stage of development is
helpful and permits the teacher, who will iniplement the curriculum and who ,
~knows the students, to select those which are likely to provide satisfaction. e i
Linking lcarning activitics to out-of-school cxpericnces provides a means of :

. making the relevance of those activities apparent to the student. Such activities

- allow the student to work with practical problems, social probjems, and petsonal

o 1ssucs Permitting the student freedom of choice also provides an opportunity for -

L C\annmng the eonsequences of such choices, a valuable lcaming activity in

_itself. For students to think of themselves as learncrs, to think about their own

lcarning, and to think of learning as useful and related to their needs can
facilitate the development of responsible, self-dirccted leamers. _ ™

Match to Subiéct Matter Continuity, chu.ence, and Integration

“The final criterion for sclecting and developing Icaming activitics is their-. e
match to subject matter. The structure of any discipline—its fundamental
concepts, principles, gencralizations, constructs and their interrelationships, and :
" the discipline’s methodology——provide a map or bllmpnnt of the arca the student. - ¢

will enter, explore, pass through, and rcenter at a fater date. - I -
R S - ( _ o S e
' ’ - Yo o« :
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As Bruner (1960, p. 7) described-it, "Grasping the structure of a subject is
understanding it in a way that permits many other things to be related to it
meaningfully.” "to leamn structure,-in short, is to Icnrn how things arc related..
He pointed out that: :

Though the proposition may scem startlmg at first, its intent is to ninderscore an
essential point often overtooked i the plnming of eurricula. It is that the basic ideas that

lic at the heart of all science and wathematics and the hasic themes that give form to life
and literature arc as simple ay they are powerful. To be lntunnumml of these basic ideas,

to nse them effectively, requires a continal deepening of one’s nuderstanding of them.

That comes from leamitig to use them in progressively more conmplex forins (pp. I7 | 3),

(I wcnty }'cnrs after-publication of Bruner's Process of Education, that pmnt still is

overlooked in the design of many curriculom guides, though some of the
curriculum products of the Reform Movemnent still survive.)

This “continual deepening of onc's undcrsmn(lmg requires continuity,
sequence, and integration (Tyler, 1975). Continuity is vertical organization,

‘Scquence s building cach experience on: the preceding one more broadly and
‘deeply.

And integration is the horizontal relationship of experiences across
subjects. "Faba's “spiralling” (1967) and Gagné's (19()7) hicrarchics cin be used
to attain-both vontinuity nn(l sequence.

In this context, Gagné (1965) has pointed out the hclm\mrs that demon-
strate one has acquired the fundamental elements of a discipline. To demon«

strate acquisition’of a concept the student must be able to identify new examples,

of the concept:not previously encountered. To demopstrate acquisition of
principle, the' student must be able to apply the principle when appropriate. 'To

Adunonstmtc problemssolving ability, the student must be able to recall the

relevant principles and apply them to the problem. When the student acquires

problem-solving ability, he or she has acquired a higher order principle that can-

be generalized to a whale class of problems. Wherever possible, .given the

- constraints of the school program, students should be encouraged to use the .

actual methods that sociologists, anthropologists, or biologists use when solving
problems and processing information. 'The general dppr(mch to"inistruction taken
by the curriculum materials or preseribed n teachiers” manuals or gm(lw should
reflect these mcthods. qi’mdlml appllmh(m of the knowledge and skills fo-be
acquired ﬁhould be provided b\ the leariing activities selected and the studgnts
should have ample opportinity to practice these behaviors.

ﬁ

[t is wisc to sclect keaming activities that draw on more than one discipline”

whenever possible. Students need to see the relationships between subject arcas;
linking subjcct arcas together or pointing out relationships wherever appropriate
liclps to break down the artificial barriers between school subjects.

4

Proce(i'ur,es for the Develbpmgnt of Learning Activities

Systematic curgiculum design and dev clopment procedures are not neces-
sarily lincar. ()rdnmnlv curriculom developers perform the operations described
in the varidus chapters. of this publication, but not necessarily in the order in

{
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which they appear. T'he sequence of procedures, and the cmphasis’ on cach
design dimension for the stage of curriculum design at which learniiig activitics
are defined, would vary according to the category of leaming activity being
developed and the context of development: For example, for learning activitics
“in the categories of knowledge acquisition and basic skills and of infonnation
processing, structure would be a ‘critical dimension. The identification of
* objectives probably would be followed by an analysis of the concepts and the
. structure of the knowledge to he acquired or of the. discipline within which
problems are to be solved. This analysis would guide the hicrarchical structuring
of objectives and sclection of appropriate methods, media;, and strategices. for the
lcarning activitics identified to facilitate goaltattaimment. :
" On the other hand, for some leariiing activities in the other two categories
(self and social skills). and the learning environment that facilitates such goals,
the identification of objectives might be followed directly by description of the
environinent and the identification of the methods, media, and strategies of the
appropriate learningsactivitics without prestructuring objectives in any kind of
. hicratchy. In some cases, student-centered activities would b sc1f-sqlectci] by
students: ‘ Co- , g _
+ Svstematic procedures for curriculum- development, such as those used by
research and development centers and described ¢r implied in the organization
__of this chapter, usually are not employed by curriculum devglopmént teams in
schools’ unless they are designing curriculum packages including lessons or
- modulcs, tests, record forms, and so on. B ° -
The more typical process is the development of curriculum guides that
provide the advantages of site-specificity with expediency singe the student
materials are assembled primarily rather than developed. :
Resources for curriculum' guides arc mainly texthooks with supplementary
“audiovisuals (Stake and Easley, 1977). This is not surprising, since, for example,
a survey of teacherssin Pennsylvania, New fersey, and Delaware revealed ‘that
almost nine out of ten of the teachers in the tri-state arca use a basal text'as their
major instructional resource (Rouk, 1979, p. 1). \ o
This prefereinee for texthbooks, and the objectives of the texthooks over those
of the district (Rouk, 1979, p. 3), probably is a reflection on the failure of the
usual curriculum guide to supply the teaclier with the kind of support system
provided by well-designed teacher’s manuals ‘or desk copies of texts.

.

process would be helpful in.achieving more widespread usage (Berman and
McLaughlin, 1977). However, making the curriculum guide morce usable for the
teacher is the best way to ensure its use. . S

* Components of a curriculum guide usually are the goals and explicit’
objectives and a rationale dc(dﬁing what content, concepts, skills, methods, and

" strategics arc included for whom and why. A scope and sequence chart is uscful.

The management system apd record forms for keeping track of student progress.
as well as a description of the options.for different categorics of students should be

- explained clearly and, perhaps,.graphically. o . S

-

: . i i i i
A scnse of ownership that comes from involvement in the development

il
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Any bdcl\ground information on content or on expectations of how different
s students \\1|| respond- to the leaming activities is also' helpful information” The
f teacher' who will use the curriculum guide should be giverw specific mfornmhon
on ho\\' to usc these ledming activities with the gifted and the ]ldlldl&lpptd
Most curriculum guides include lists of resources which needs to be
analvzed for their appropriateness for the Iurnmg detivities that have been
identificd. Guides will be more ‘uscful if specific sections and pages in sourcé .-
books are coded to the objectives they address. This simplifics the teacher's task -
of tailoring instruction to student needs. Television and filin are most likely to be
successful if they are integrated into the pattern of leaming activitics.
~.:When complete curriculum packages are designed, student lesson materials ;
usually go through several tryouts beginning with an in-house troubleshooting = =
session with collcagues of the developers, a tryout with a few students followed by & -
a pilot test with a larger group, and then a ﬁc]d test. "This is immcasurably useful
in validating_the materials for their intended use. Usually, nothing comparable
takes place with curriculuin guides, probably because written student lesson
materials are not the major component. If a run-through from thc perspeetive.of
the student, anticipating possibic student questions or problems and additional
resources necessary to answer them or help students solve them, was followed by »
tryouts by several teachers with the range of students for whom the guides were .
dulgncd weaknesses could be uncovered and remediced. . S
We do know, from studics of innov dthns that thc majority of tcachcrs
L cannot identify the essential features of an innovation thc\ arc working with o
' (Gross, Giacquinta, and Betustein, 1971). [t would be helpful to the teacher- E
user if the crifical clements of cach leaming activity were explicitly pomtul otit
in the curriculum guide and the teacher and student roles for cach activity-
“clearly defined: - ol
A final suggestiont for optimizing the ll§Lfll]llLSS of curnculum guides for T
- tuchcn so that they will be used is that they be formatted in loose- leaf stvle to X
make revision simpler: that forms be distributed throughout-for teacher notes on -
possible future revisions, dddptdtlm]% or additional resources; and t]mt a rescarch
. llp(]dtt shouldbe added at least onte cach year. -
This rescarch update suggestion stews from increasing value of rucarch to
. practicc, especially the meta-analysis results of recent studics (such as Glass and
“Smith, 1978). Implications for practicc were “formerly thi¢ weakest part of
educational rescarch. Today, no curriculum guide could be considered com- .
plete if it did not point out and emphasize the implications for defining learming
activitics of sueh studies=as those by, Carroll ¢1963), Wiley and Hamischfeger
(1974, and Stallings (1980) on acadcmic learning time: Roscenshine (1976: 1978)
~on dircet instruction; and Walker and SdmffJnuk (1974 on choice of LOI]tLl]t .
and content covered. :
Future trends probably will include increasing cmphasis on use of comput-
ers both to manage instruction and to provide lcaming activitics. Increasingly,
the array of lcarning activitics offered will have to acconmodate the needs of a
broader tangc of students in age. and prior lcaming as the out-of-schbol lcarming

"
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.
. .

“it muscurns, planctariuma? industries, and other informal scttings ‘continues to
grow and students drop in and out of school as needed. Students will have to
Jearu how to gain aceess to infonnation through computers, TV, and printed
materials and how to evaluate the quality of what they sec.and hear.

Four categories of learning activities have been deseribed that require
different methiods, strategics, and ¢nvironments along with examples of learning
activitics in cach category. Criterid are suggested for selection and development
of learning activitics . including feasibility, given local coistraints, and match to,
goals and objectives, students, and subject matter. Since curricului guides are

locally-developed in schools more often than are complete packages which
include student materials, general developmental procedures haye been suggest-
ed with some specific guidelines for curriculum guide coniponetits and format.

a ¢ a
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Chapte10- . .

Implementation -

.8

Susan F. Loucks and .’ o
Ann Lieberman. . -~ - R

2
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4 . .

cople respossible for implementing new curricdila’ voice many. concerns?
“Here we go again,.another mandate!” B -
“Tefichers are already overloaded—how can we ask for their involve-
ment?” ‘ . T
“The needs assessment indicates no one s teabhing science. So, who's
responsible for filling the heed?” -
. “They say change rcally only happens at the school level, but Lhave the
- whole district to consider!”" - , - ’ 7 g
-, These concerns - arc- rcal and painful. There is ncver cnough time.
Expectations and rolcs dre unclear. New laws and regulations constantly add to
the already heavy burden. And does anyonc really know how to make change
* occur in schools? Is it really just a “scat of the pants” operation?
" .Only in the last ten years has curriculum implementation become a major
concern of our educational systems. This.concern has resulted partially from the
_expenditure of millions ‘of dollars on development and partially from the
realization that relatively few new ideas make it “behind the classroom door.”
Now thousands of individuals—principals, coordinators, consultants—have

implementation responsibilitics, and they are just now asking such questions ast .

What conditions are nceessary to ensure implementation? Who should do,\vllzitz
What expectations should we have for the process? - ' -
Findings from rescarch in implementation are inconclusive and. contradic.
tory. It is ot yet known what should be doneto successfully implement new
curricula in different scttings, under different conditions. Philosophical debates
‘rage. Different perspective and sets of expericnces bolster differgnt points of view.
Two fundamental questions af¢ askedrin this. chaptgr. From the morass of
dialogue and rescarch: What are the key understandings that have emerged from
research and experience. in making curricular changes? And how can these new
“understandings be used to plan and carry out more “¢ffective curriculum -
- implementation efforts. Three concepts-will be noted and applied' to different

——situations and their application in several.instances described. © 7 -

... . i'2$'-'v .
1% -
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CUliRICULUM IMPLEMENTATION

Some Perspectives About Curriculum lmplementation

Ve define implementation as the actual use of a new pl’JCtIL( wlmt the
practlcc looks like when certain chamctenshcs are actually in use in"a social ,
» *system. This differs from planned use or intended use dnd-from the decision to S
use, which we weuld refer to as adoption (Fullan-and Ponifret, 1977). ' L
One barrier to understanding successful implemeritation has been a lack of
. deseription and discussion of improvement efforts from the perspeetive of the
tcacher and. the school. The task in this scetion is to attempt to understand how
new ideas actually get uscd at these levels and gathcr clues about how to act-on
~our understandings. -
Cutting across I\n()\\]cdgc 'ﬁbout schiools and. cff()rts at 1mpr0vcmcnt are ways |
“of thmkmg about innovations themselves. (In this chaptetr, the term “innova-
"pon is defined broadly as any progess, prodyet, idea? or practice that requires
new behaviors of the user.) : T .
People tend to hold many different views of schools,, of teathers, and of '
curriculum,, And thest views have a gisat deal to do with how one organizes | -
resources, providées support, and deals with the complexitics of social change.
Ermest House (1979) offers three perspectives that begin to hclp us think about
the prob]cms and prospects of implementing new eurricula in schools. Lach
perspective alerts us. to ask different questions and focusu our attentipn on
' dlEercnt parts of thc implementation process. :

. The Technologlcal View S .

. Bv far the most prevalent view is the tcchno]oglcal Assumphom are hc]d

" that wducation is technical, and teachers are techniciaps. lmprovcmcnt is
possnb]e by training teachers in new and |mprovcd techniques. .

- This view is best |]]ustr'§ed by hundreds of districts that adopt.* progr‘ams"
and assume they will be lmp]emcntcd immediately. The process of involving
school staff is lincar; that is, it is assumed that people just need exposure gnd
mmlma] training to implement these new and better ideas. The technological
view focuses on the innovation itself and pays scant attention to the process of

> change, the politics, or the people. When improvement is viewed from this

perspective, the idea is critical. We ask such. questions as: Is the mn()vahon well
developed, with materials, activities, strategies ‘that substantially 'change the
teacher-pupil rclahonshlp? Is it a sct oftcchmqucs to replace existing ones? Does
it contain a new sct of assumptions gbout how ®ework? These mlportant '
qucstlons help us Lonmdcr changc from the tcchno]oglca] perspective. Te

“

’fhc Political View

The focus here shifts to the ‘'organization, to what . happens when the
innovation mects the school. In this perspective, it is assumed that many.groups =
are involved with schools; these groups have vested interests in different kinds of '

changes. Education is thus political, and innovations are *value-laden as they are

Q
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sponsorcd or ignored by different groups=Thcy arc often adapted ‘and rc-shapcd
congruent with the groups’ values, ‘assumptions, and belicfs.

~ Thé most important understandings from this perspective have been thosc
gained from the Rand Change Agent Study of Title HI and Title VII (Berman

and McLaughlin, 1978). It alerted cducators to some critical factors regarding

the implementation of innovations:
1. Activitics and interactions that happen at the schoof level, régardless of

the, type or method of the innovation, “determine the guccess or failure of .

lnypkmcntatlon s

2. Mutual adaptation, the process by which project goals are formulated .

and teachers adapt what they do, is necessary for successful implementation.
This process describes the dynamiic interactions between the innovation and the
practical realities of the classroom.

3. Strategics for accompllshlng this mutual adaptation include: concrctc
teacher experienccs, classroom assistance, tcacher obscrvation of other teachérs,
regular meetings with a practlcal focus, tcacher participation in project deci-

 sions, local materials development, and principal participation in training.

For the first time, educators began to sec what happens when ideas are put
into an institutienal context. The organizational influences on the lnnovatlon
are at least as crucial as the innovation itsclf.

The Cultural View ‘ o

More recently there has been a focus on the school itself and the people in

" it. How do tcachers respond to constant pressure to nﬁke changes in the tcaching

of reading or math (Goodlad, 1975; Sarason, 1971)? How do they see their work?

What docs it look like when teachers arc involved in innovative activity and the .

process is described frein their perspective (Gibson, 1973; Wolcott, 1977)? The

cultural perspective takes into account the coniplexity. of classroom life and the -

implications of ‘innovations for the individual classroom and the school.
Although school people have a lot of expericnce, systematic study from this
perspective has been mcager (Hall and Loucks, 1978 Sicher, 1979; Smiith and
Keith, 1971).

Studics from these three pcrspcctlvcs have added to undcrstandmgs cf the
impact of the new practice:itself, of the interactions between the innovation and
groups within the new setting, and of the dynamics of teachers as they confront

and use the new ideas. If some learnings about the uniquc aspects- of schools as
organizations arc added, we begin to.get a sense of several key compohents that
 are critical to curficulum implementation. - '

)

3
Schools as Organizations

A critical part of understanding the. implementation . of innovations is
recognizing some salicnt featurcs about schools (Miles, 1979):

1. Goals for schools are vague and therefore lchd themselves to- mapy
interpretations.

ol
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. ‘ 0 A
- ’ Since teachers leam their met essentially froin‘experience, many st\'lcib
T dcvclop in the process of interpreting the vague go.lls of schooling (Llcl)crman
" .lnd \Illlc 1978: Lortic, {973). .

Teachers are both tonstrained by and autonomos of school leaders.
s - The school 15 actyally an organization of loosely-ticd classrooms.
‘ lllcrcforc there is little centralized “control. This has both advantages and
dlsad\antdgcs for curriculum change. Mandating across-thé-board changés is :
oftcn imefective._But pockets of innovation are easy to encourage and may ]

RV ﬂounsh ‘¥ spite of groups tlmt are not open to improvement.

- Each school is a unique culture. Generalization or "how to'y” are often
>
not. smeﬁc cnough because of these differences (Sarason, 1971). .
6. Schools as organizations and teachers in-their classrooms go through <

stages as they cope withe 1rew jdeas (Hall and Loucks, 1978)."But teachers’
commitinents at one ;tage do not guarantce commitiment at. another stage |
(Sicber, 1979). , ' : o B e
“If we look at the' research focuscd u questions from the above three Co
perspectives, and at how schools as organizations.are known to function, we see
" the puzzle picces begin to take shape. We begin o\rccoonwc somg major’
understandings that cut across our growing knowledge about teachers, about
.inmovations, about the process. of change, and about the context within which
.. new curricula begin to take hold. These undcrstandmgs are based on three key
/ . concepts that have implications for our ways of thinking. and ways of acting.
“They are: Developmentalisin, P1rt1c1p.1t|on and Support.

| Key. Concepts Related to ‘Curriculﬁm Tmplementation

§
Dcvelopmcntalnsm .

An impogant notion that hclps us undcrstand teachers and their responses
to curriculum llnprovcmcnt efforts is developmentalism. Inquiry into the arcas of
adult devclopment (l\ld\ more specifically, teacher development, has shed light
on how ft..l(t_hcr.s change ds they confront new ideas. Further, such rescarch alerts
us to what kinds of personal, material, and interactive support are needed at
dlECl’Cl]t stages in the change process. : o
: Heath (1971, 1977), in his work on maturation during adulthood, has
Ll 1dent1ﬁc3 scveral prmmpl(.s through which teacher maturity may be anouragcd
: These include furthering multiple perspectives, increasing integration, and
2+ - making learning morc autonomous. Strategies for curriculum implementation
' that mcorpqrate these prmcnplcs include cncour.lgmg active mvolvcnu.nt (expe-

riential leafing), creating a climate that encourages openness and trust, and

. appreciating and afhrming strcngths Such strategies are sensitive to adults’ needs
to grow andl expand their repertoires. .

Oja apd Sprinthall’s (1976) work on moral and conceptual development

 suggests additional wavs of working with tcachers as new curticula are introduced

- and implemented. Th(.sc include provldmg opportumtlcs and support for rolc

oot
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taking (tryingnew tasks),” reflection (thmkmg about and learning from new
experiences), and challenge.

‘Both Fuller (1969) and Field (1979) have addrcsscd teacher development
from the perspective of ‘the preservice or beginning teacher. Their work,
remarkdbly parallel, dcscnbes&gﬁm the development of teachers that begin
with personal, survival concems, progress with growing confidence to concerns
with classroom funchonmg, and finally reach a focus™dy the effeets of their

_teaching on students, both as individuals and in the cntlrc arning context.
Thesc stages and the abilities Gongruent with thein are itherently teacher- |

like. They again clue us into how we need to think about gurriculum

"implementation. Boffi Fuller and Field suggest that typical staff development:
' and supervisory, activities are planned for teachers at the higher stages, and that
.they often appear irrelevant to teachers who are functioning at lower stages.

The most intensive and extensive researchein the area of teacher develop-
ment that is specific to curriculum implementation is that of Hall and Loucks

. and their, associates at the Texas Rescarch and Development Center for Teacher

Education. Their study of the change process intdicates that as individuals
implement new cuiricula, they change i their feelings about and their skills in

using new ideas. The concerns teachers feel about new curricula develop from |

more self: oriented early in the process (Can I do it2 What will 1 have to do
differently?), to morg task-oriented as they begin. use (It takes so long to prepare
every dayl Will 1 ever get the materials organized?). And, finally, when they have

mastered a procedure that works fér them, they can focus on the impact of the

curriculum (Is this new curriculum working with all my students? Are there ways
I can refine it so it will be better?). (For a more detailed ducnphon of the seven
Stages of Goncern identified through Texas rescarch, as well as for measurement

“tools, see Hall and Loucks, 1978). ‘ .

Similarly, teachers’ behaviors in using new curricula are “developmental!
they first orient and prepare (attend fraining, acquire supplies); initial use is

* mechanical, where the unanticipated often’ happens and planning is largely day-

‘to- day curriculum use becomes routine, with few changes being made; and they
then may refine or adjust the curficulum to bétter meet leamer needs. (/\gam
movre extensive information about the concept and measurenient of Levels of

Usc can be found in Hall and Loucks, 1977).

Understanding the developmental aspects of change helps us design’

implementation cfforts that are long-term and that" anticipate teachers’ questions
and problems. For example, if we know that personal concerns occur early, we
are certain to clarify expectations and plan for-individual input and consultation.
If we know 'manageraent conecrns accompany first use, we provide hands-on
training, and stand by to answer questions, hélp solve problems, and prowdc
continual material support and cncouragement. .

The developmental aspects of school improvement also allow curriculum
people 0 set goals about how-far to encourage teachersin their development. Itis
one thing to meet necds as they emerge; it is arother to arouse concems at higher
levels. For example, teachers often cstablish a routine use of a curriculum and
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im(mcdiately their concerns are clsewhere (typically resulting from new expecta- v
% " tions or innovations that have a higher priority for administrators). Do we wish to S
. encourage teachers to refine their use of the new curriculum? Do we work to '
arouse their concerns about student impact? These questions arise from our
understanding of “devclopmentalness,” which we must consider in designing

efforts to implement new curricula. ' :

Participation - ; ‘
I we accept the fact that the majority of teachers have learned to teach by
. doinig it, we come to understand that teacher style is idiosyncratic. “Teachers also
" - differ in skill, commitment, and in their sense of professionalism (Daft and -
Becker, -1978; Field, ‘\]979).\Bccalisc ‘of these differences, a teacher’s view of
teaching and l'carningjmus\t‘bc part of any jinnovative activity. P
The engagement of teachers in new'ideas that have relevance for their
classroom activities calls ‘upon curriculum staff to create opportunities for
involvement. In many ways teachers are the experts, and their commitment to
improvement depends heavily on involving them in shaping ideas to fit their
style. -~ ., B .
Research indicates that when teachcrs participate in decisions made during
_the process of implementation, the likelihood of successful implementation is
increased (Berman and McLaughlin, 1978, Louis, 1980). What is not cledr is”
when exactly teachers ought to be engaged, nor is it clear how much teachers
should be involved..Characteristics of teacher style, commitment, and skill are -
critical to decisions about when . participation should ‘take place. .School
characteristics - such as organizational structure, principal -style, and student A
population must also be considered in the decisions about teacher participation. o
* 1t remains clear, however, that without adequate participation, the chance of SR
successful implementation greatly diminishes. - - o
The pre-condition for real participation in improvement efforts must be a
trust built between those responsible for facilitating implementation (principals,
curriculum personnel, staff developers) and teachers. This is often not the case,
‘since teachers in many districts have been asked to adopt new practices without
the necessary support: So as a stariing point there must be a significant level of
trust among memibers of the schoel staff. Given this, there are many opportuni-
ties for teacher participation. - R
. One possible strategy employed B the use of teachers as peer trainers or
advisors. "I'eaghers have always picked up ideas from other teachers, so the rolc of
peer trainer is a natural one. A few teachers from a school might Be given support
 to become experts in a new curriculum, with the responsibility for subsequently:
© training othef teachcrs in its use. The added benefit of this strategy is the ability
. of these ncw trainers to rclate ‘directly to the problems® and conditions of
e implenienting the curriculum in the pafgicular’ classroom involved.
Anothef strategy is for teachers representing either schools or grade levels
within schools to be part of a tcam charged with planning an implementation,
take responsibility for.scheduling and facilitating training, for

Such a tcam can

b
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procuring and maintaining needed niaterials ‘md cquipment, and for u)nvcmng
- problern-solving sessions as implementation unfolds. This direet mvolvcmcnt

cncourages, owncrshifas well as J(.C()lllltdblllty for the outcomes. of the new”
curnculum ‘

Thesc are but a couple of instances of h()\y participation comes about.
There are infinite combinations and strategics. The significance of teacher

-participation in school improvement has mosc to do with how the activities are
handled than with thu(.untcnt of the improvement-itself (Earick and Peterson,~—-

1978). Semltn'ltv to wito the faculty arc, their past expericnée with improvement
activittcs, an accurate assessment of the social context (What are the pressures on
the faculty?), and an understanding of the interpersonal relations among the
staff—tliese are the 'factors tlmt help ddcrmmc ho“, anc organizces for participa-
tion, : ‘

=

A ﬁnal key-concept to nnplcmcntahon i$ support. It has always been clear’
that certain financial and material support are needed to implement a new
curriculum. ‘There are, however, many more kinds of support that arc impor-
tant, and the kinds of support vary with where teachers age in the iplementa-
tion process (Emrick and Peterson, 1978; Loucks and Hall, 1979),

‘One of our assumptlons is that with an understanding of how clange occurs
and what influences-it, it s poqsﬂ)lc to purposcfully design and carry out a long-
term, successful implementation cffort. To do so, certain supportive arrange-
ments must be anticipated and made ‘in -advance. Other arrangements are
necessary while first implementation is in process, and still othcrs for when thc
initial furor has subsided and-maintenance must occur.

Material support, the most obvious, is of prime importance lmtla]lv when
teachers are supplicd with new materials and equipment. Nothing slows down an
implementation cffort-morc surcly than late-arriving materials, or requirements
to share beyond what is practical. In addition, onc indicator that a curriculum is
institutionalized is the regular, deliberate reordering and refurbishing of neees-

sary supplics.

-Human support is more often overlooked than physical support. The need
for trusting rclationships between administration and tcachers was noted carlier.

Both rescarch -and common knowledge indicate that the principal is a key

clement in the success of a change cffort (Berman and McLaughlin, 1978;
Mann, 1976). It is not cntirély clear what behaviors of a principal. are most
supporttive, but two arc critical: reminders that use of the new curriculum is a
school priority, and informal cncouragement and intérest. Principals arc not

often trained to understand teachers and how they experienee change. Helping.,

principals become aware of the developmentalness of changc influences them to
make their expectations more realistic, especially in the first year: dnd to be morc
supportive and understanding of personal and management concens.

Another ingredicnt of human support.is intentionally delaying the introduc-

tion of additional new curricula or programs during the ﬁrst and qccond years of

3
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nnpluncntahon The all-too- unnmon routine of overloading tcachc 15 with
innovations has given school improvement a bad reputation and Tas. soused
many on trying anything new. Some districts have utabllshcd pnontv inscrvices
so that teachers will not be involved in too many new tmmmg experiences at the
same time. :

Time is a commodity as important to successfl change as m.ltcnal and
moral support. Rescarch indicates that it takes three to five years to institutional-
ize a complex-innovation. Beforg deciding to implement a new curriculum, a
commitment is nceded to take the time required to facilitate the process and
‘ensure its continuance. Time is needed for téachers to plan, adapt matcrials,
train, solve problems, and provide peer support. Released time is optional for at
least somc-of- this, since time spent at the:cind of a busy school day i is rarcly

_productive. -
" The support of pecrs is another form of support. Teaching is a loncly
" - activity, particularly in schoels with self-contained classrooms. Teachers spend

the large majority of their time with students and have minimal interaction with -

other profcssmna]s Improvement efforts are greatly enhanced when teachers are
provided the timé and cncouragenient to "work together, sharing idcas, solving
" problems, creatiiig new materials- to enhance a new curriculum.” This 7 is
especially true when the curriculum has been u¥éd for a time and their
cx[\awnccs have madc teachers imore awarc,of strategics for iinprovement.
CEAfinal source of support that is often it considered by the district level
1_curnculum person is the national bank of validated programs and practices that
arc available through the -U.S. Department of Education. The N,monal
Diffusion Network, just one of several such sources, combines expertisc in the
form of consultants and traincrs, with packaged materials and activitics upon
. which to basc 4 sound school improvement cffort. Rescarch has indicated that
.. assistance from individuals external to the district can have an.important impact
-orcurriculum implementation (Craridall and others;~1981; Havclock, 1973) as
can the use of the validated programs. themselves (Louis, 1980).

A The curriculum person doces not have to. be the only support for teachers:
‘mp]cmentmg a new curriculum. 1f these various kinds of support are considered

“and multipl¢ sources such as principals, othef teachers, and external resources
are taken advantage of, a change cffort is more likely to succeed.

Applying the Undei’sféndin_gé .

" Comunon implementation issues faced by curriculum people are how to

respond to new federal or state guidelines, how to make improvements where low

achicvement scores prevail, and how to use results of new rescaich.

The key -concepts we have delineated may not be applied with cqual
cmphasis to all situations. For example, in-a school rupomlbk for .its own
curriculum, teacher participation may be at a maximum; with a federally-
mandated program, less participation in decision making may he possible, whilc
‘more cniphasis may be placed on mecling dudopmcntal needs of teachets as
they emerge.

.
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Followiing are some common situations faced by those tesponsible for
curriculum implementation. We have created seenarios that incorporate the
“ major learnings and suggest some courses of action. Note that, at timies, for the
sake of clarity, we do not discuss all the ramifications of suggested actions.
Clearly, cach is part of the highly complex process of implementation and must
nflucuce every other stép that is taken. Qur object here is not to understand and
anticipate every p()S‘iI])]C situation, but rather to suggest some general courses of
achions

4

| e Local Problem Situation

. _ , . .
. Many studics of implementation indicate that the local school is where new

. ideas stop or start. Often these ideas arise from needs within the school. What-
might this look like? How do the key congepts look when a curriculum prob]un _
arises from the inside? B
Experiences in o large mctropolitan district, with typical ])lg-cm problems 8

w such as oyercrowding, low student sclf—conupt and many “pull out” programs,

+  provide several opportunitics for loohng at local situations. In one school,
© programs prolifcrated because. of Title 1 funds, Lompunsatory mornicy, and-
additional district funds given because of double scsslons The principal met with
representatives from cach grade level and decided to take drastic measures. After

assessing grade-level needs, the group found thie sehool's key problem to be 7,

student progress, in spite of the many,programs. The district had mandated a . <" -
o diagnostic-prescriptive reading program but because record-keeping proved to be N ™
\ : "too time consuming, the program was not-being implemenied. Initial participa-

tior in the school came from grade Jevel coordinators and the principal acting as
a team, with their views corroborated throygh grade-level mecetings"Here the . 7, -
concepts of participation and developmentalisi were apparent, with broad-based ‘
» participation, and thosc in leadetship positions considering where people start,
N where the frustrations are, ‘md how people ¢an participate ini su]\mg their own
ks " . problems. . ' ’
. : T follow this school's. scenario, thc tcam decided” to ‘take the reading
y . progiam and dissect it to sce why' it was not working. They started from the
beginming. What docs the teacher negd to do to niake this reading program work?
What arc the barricrs? Their initial ﬁndmgs were that “the program™ was too’
mechanistic to be: implemented as designed. The teacher and students were
Y taking and correcting tests all day. Teachers needed help integrating this prograit
intg a latger language arts curriculum. Because teachers and students needed to
see progiess. the team broke up the program into four-week segments, Teachers ™
' decided what objectives were legitimate for their class in a four-week ])lock of
time. And aides were hired to help prepare materials and correct tests.

Both human and material resougees from outside the clagsroom served as
support for the teachers. The year-long program was broken up into small
scgments.  After the hist four weeks, the team synthesized pre- and post-test
scores for cach class. These were printed for all tcachers, who were very
enthusiastic” about sccing. their four-wecks’ work Bear fruit. Students had,

'
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acgoriplished 73 pereent o the objectives. The team then called the staff -
together to share their leamings. Teachiers began to plan the next four weeks and
discuss feedback for parents. , . . ’ '
~ AVhat had been a generally fristrating Situation. nanifested in disappointed ‘
parcnts, a proliferation of programs with few results, and womn out teachers,
turned into mi enthusiastic gioup of teachers defining their own problem. With :
“their involvement the problem: was defined, short-term goals were created,  +
. tesources for support were organized, and both teachers and students hegan to .
see results. The-team used their strategy and the results for their initial parent '
micetings. And parents responded not onlv-to the raised uchicvéimenf scores, hut
to an invitation to help their children by reinforeing the four weeks' worth of
repding skills. : o g
‘This scanario suggests that_involving people (participation in definition of -
the problemy starting where the group wants to start and moving as they leam
(dc\'qlupnlénf;lli)lll). and providing adequate support (hoth human and material)
are possible. In such situations, the key_coneepts give dignity to the teachery’
. knowledge of the pr(,)l)lclll.sm_l\(I-p?()\'i(lc clues to the strategies to deal witly them,

N -, .

Implemeitation of District Curricula. ' ) A e

Some of our educational systems prefer districtwide curriculum, others
schoolwide, and stillothers encourage curriculym ereated by cach teacher for his
" or her classroom. Districtwide curricula are comnmon, and in spite of opinions to
i the contrary, have many arguuients in their favor. In our mobhile socicty, '
students who change schools need congjsteney.” Articulation between elemen- -
tary, junior high/middle, and scnior high schools is cased when students Tave
had similar preparation.and experiencés. Assistance in the form of expertisc and
material. esources can be more targeted and efhcient if consistent districtwide.
_With ever-shrinking resources, it s difficult to provide cach school the , .
“opportunity to select or ereate curricula in all the arcas of schooling, in addition .
to acquiring appropriate materials and training. . o
In districts where curricula are implemented districtwide, special challenges ‘
present themiselves. These deal with creating opportunitics for teaclier participa-
tion, conducting both extensive and intensive training, and providing adequate
‘e follow-up and support for ongoing usc. Implementation at the district level
" requires systenatic planning without losing sight of the teacher's need to be
Jinvolved in the process and supported as his or lier pereeptions change. . <
In some districts, a s_opl1istica1!0(rpr()ccss of curriculum development has '
been used that involves teacher needs assessiments, teachers and district, person-
nel serving on writing teams, pilot and ficld testing, and revisions based on
teacher input. Teacher participation is viewed as critical in curriculum develop-
llleI.lt. . . * ,
lmplementation of such curriculs begins then withi some ground rules
detived from the key' coneepts (Loucks and Pratt, 1979, The implementation
process is expected to take time, with an investment of several vearsand adequate

.
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staff and waterial resources. ‘The developmentalness of the process reqires
different activities as implementation unfolds (Pratt and others, 1980). . .

A seusitive issue in district curriculum is teacher adaptation. Clearly,

" teachers must make a curriculum usable in their classtooms. On the other hand,
the “essence’ "of a program is often lost through adap*=tion. For example, in one
distriet, a new science. curriculum with a majo. 1 ronmental strand requires
live organisis. To maintain these daphnia, erickets, or cravhsh, certain
procedures and equipiment are needed which are sometiies messy, and time-
consuming. . Teachers who accommodated and minimized, the mess, and
tolerated the extra time it took. discovered students loved the activitics: and
learned a great deal. Those who
climinating the live organisius, did not pr()\l(lc their students * with <such
opportumt\ : v ‘ '
“The relationship dmong LlllTILllId teachers, and curriculum personnel is
critical. First, the curriculum must “work™—the objectives and activities must be
developed so that theig possible impact is optimized. When children learn,
teachers tarcly object to the curriculum. Sceond. expectations for use of the
curriculum mast be elear. In cases of district-formulated curricula, a contract
agreement may bind teachers to its use. A less authoritarian stanee may be a
mutual understanding among, curricutum personnel and teachers thit the
curriculum is the best that is available and the teachers will try it until it is proven
incffective. Acknowledging that it takes time for unplcmcnmtlon to occur and
teachers arc not expected to be experts overnight is also impartant. Third, the
" most important job of curriculum personnel is to facilitate use of the curriculum,
to ensure that teachers have all the materials, training, facilitics, time, dn(l‘moml
support they require to use it with the fewest. problems and concerns.

. Now that the ground rules are established, the sequence of events in’an’

implementation cffort can parallel the emergence of teachers’ different coneerns
and increasing skills. Farly inforination and sclf-oriented concerns. are resolved

with bricf overview sessions and with opportunities for teachers to discuss how

they will use the curriculum.- At this time, individual and school discussions

might cvolve around adaptations for the particular physical or organizational -

settings, or the student population. As noted carlier, caution is in order, since
adaptations made without first-trving a new curriculum are’often griented more

toward practicality.than student need. An agreement to try thic curriciilum first

“as is” may be in order.

~ “Suppurt” in these carly stages of mlplcnlultatmn clearly has both affective
. and material connotations. Curriculum pcrsonncl know they should listen to
tcachers’ conecms, but mstcad are often so enraptured with the new programs
that they ignore those who are expected to use them.. Teachers need to know that

they arc te acknowledged expérts in their classtooms, that the curriculum is for -

their use, ‘and that discussion about its cffectivencess is encourdged. This alleviates
some of the self-orjented concems. ‘

As the time arrives for use of the curriculum, management coticerns I)cgm
to emerge and cxtensive, hands-on training is necessary. Involvement with the

adapted” the activities before trving them,
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-long enough to understand and explore what the ctrriculum inivolves. Merely
delivering the teachers’ guide and matcrials, and/or a single - after-school
“inservice, is not an effective way to promotc implcmentation.

The optimal situation is a series of relcased-time inscrvices-spread over a
semester or year. “This acknowledges the developmentalness of the, change
process. As theearly mitty-gritty learnings ate incorporated into the classtoom,

* concerns emerge from experience withestudents. These concerns may constitute
the substance of later ‘inscrvice sessions. -Teachers who have used the -mew.

. curriculum and understand adult learning can be “used to conduct inscrvice

" sessions (Schiff, 1981). o )

_ During the first months of implementation, an cffective ﬁtmtegy is what may

: be called “comfort and caring,” where district curriculum ‘people or tcacher
facilitators 4isit and “troubleshoot” in classrooms where the new curriculum is in
usc. At the same time, the support and participation of the school principal is
particularly -important. Teachers must kiow that the principal supports the

schedules are accommodating) and psycholegically (by chcouraging teachers,
acknowledging that it will. take time to get the curriculum - incorporated
smoothly, communicating that it is ¢learly a priority). ‘

Once the problems of initial |mpluncntat|on have been solved, and use of
the new curriculum has smootlied out for teachers, it is timely to review the goal
sct for implementation. Was it to get this far and then maintain use? Or was it.to
assist and cncourage teachers to continually refine the curriculum, to mect
“particular student or class needs? Strategics for these two- goals -arc “clearly
diffcrent. If use is to be simply maintained (although often ngt “simple”),
attention is paid to how curricula become institutionalized. Certain behaviors
arc -built into school and district functioning: new teachers are automatically
oriented to the cutriculum; supplics and replacements for cquipment are ordered
routincly; periodic visits to schools are made by cyrriculum’ staff. Without
continued attention to thesc ongoing support functions, new Lurncula arc soon
lost. _ . :

If the goal is constant refinement of the curriculum by tcachcrs additional
strategics arc nceded. One of these may be periodically convening teacher
support groups to discuss successcs and problems, new ideas and strategics. After
sufficient time has passcd since usc of the curriculum became smooth, training
tcachers to do sdf-analym classroom observations, and student assessments can
provide data for making changes in curriculum usc. One school district has

tedchers about what they need to make more cffective use of the curriculum
(Melle and Pratt, 1981), Advanced and sophisticated staff development tech-
‘niques such as “interactive reseasch and development in teaching,” developed at
Far West Laboratory (Ward and Tikunoff, 1975) may be in order at this point.

. At this advanced stage of |mplcmcntat|on, curriculum staff are clearly

Lo
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new procedures and materials is facilitated by providing teachcrs relcased- tlmc

curriculum, both substantively (by making certain supplics’ arc available and -

sponsored a cutriculum improvement plan where principals and district staff -
make obscrvations in tcachers’ classrooms, providing data for dialogués with,
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facilitators, with teacher participation and: leadership .the key ingredients.”
~Providing opportunities tor teachers to, meet and to be exposed to new l(lcns
. through workshops and attendance at conferences is of utmost importance”

Utilizing these strategics and points of view maximizes the -possibilities for a
curriculum:to-be most cﬂ'cct'i\r'c for,cach stndent.

Implementation of Mand.ltes

Some of the most dlfﬁ( ult challenges fnu(l by curricuhun personned are
-mandates—usually federal or state—that require changes in what happens i,
schools and dassraoms. l"cw argue with the intentions of sirch concepts as “least
restrictive, environment,” " competeney testing, and Lqual.()pportumt\' Yet the
actual implemertation of these ideas is far more time- -consuming, costly, and
energy-depleting than policy makers usually anticipate. toe

Those who mandate educational dmngc most often have a pnrcl\ techmo-
logical, view of the mlprmlcntatl()n process: - “Decrce it today, it will be
implemented tomorrow with short, intensive training, ‘md we ean hold people
accountable for its outcomes by the end of the sehool vear.” Rarcly are <|(|u|uatc,
time and resources allocated.  Resisting mandates, pmtutlng that they are
unrealistic.. is one strategy for dealing with thém. But this is rarcly, it cver,
cffective. 1f 2 mandate is to be |mp|cmcntcd it should be possible to make it an
opportunity for improvement, rather than a complete waste of energy.

Mandates can be seen as an opportunity because, like all other impetuses
for change, they have the cffect of unfreezing, individuals and organizations. ”
They cause introspection into present practice and movement toward behavior .
change. .Such unfreczing is one of the most difficult challenges faced by the:
facilitator and, for this reason, mmidates can help. '

_Once the unfreezing oceurs, epportunities exist to shape what will happen.
in schools and classrooms. We often complain that. mandates are not specific
enough; they decree outcomes, but it is unclear how to get there. However, the ¢
slack of specificity ‘llk)\\s for local definition, which pr(/\dcs opportnnitics for
creation of unique pmgmms targeted at the specific settings. Mandates can take
~as many forms as there are teachers or schools? if the past is any predictor. No
two plans for descgregation are alike; “districts implement P.L. 94142 nsing
widely different strategies: and bilingual cducation is impleniented in different
ways in different schools:

Mandates can be implemented using strategics similar to those (Icsull)ul for
local prol)lun situations and districtwide implementation. Which of these
strategics is “chosen,, hotvever, dcpcnds on the answers to two m(crrclatul
questions: ' e . '

1. Where is the flexibility for dcﬁnmg what will Imppm as o resnlt of the
mandate? -

2. .Where will responsibility for the major design and decision making lic?

"I'he first question recognizes that mandates dictate different kinds of policies
and activities. A competeney testing mandate may deceree that a specific test be
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given to students i a certain grade, but.not what materials or stratcgics will be
uséd for teaching.-A school il‘nprovcnlc:ﬂ mandate may defime d certain process
to, be undertaken, resulting in a concrete plan for action, but not which arcas
-should be the focus for improvement. A bilingual cducation mandate may
specify precisely which students must receive instruction in their fitst language,
but not what-gnd-fiow they will be taught. None of these mapdates iay dictate
how the implementation will ocetir, who should be involved in its planning and |
evatuation, and what strategics might be usedl: So although certain arcas are well
 defined, others are left cntircly to the:discretion of loca) districts and schools.
Identifying where this flexibility. licsis @ critical first step in designing the -
“ implementation for a mandate, ST )
Finding the flexibility is related to deciding the next question: where does
the major: responsibility .for implementation reside? Certapn mandates clearly
- ‘dictate a districtwide approach, descgregation, for instance. Here a district.plan is
required as is a unified approach to the community. Other mandates allow more
decision making to reside at the schoollevel. For cxample, competency testing
.may require districtwide test administration, but the instructional and ctirricular
_approachcs taken to ensure student success on. thifftests may be an individual
. school fzcision. Clearly, the responsibility is rarely ¢ither wholly aP’the school or
at the district Tével. But an important inggedient in mandate implementation,
perhaps cven more important: than for nonmandatcs, is designation of who is .-
responsible for what, and-cstablishment of clcar lines of communication between
the different parties. . ' e

The threc key concepts of curriculum implementation—developmental-
isin, participation, and support—can be helpful in dealing Avith mandates and
their implications for ¢lassroom instruction. Some mandates require a district
approach, whilc others require a school-fevel approach; others can be defined

-wherever appears appropriatc. For cxample, districts with a statewide mandate g
for citizenship cducationmight adopt and implement a districtwide curriculum,
or'may leave the arca to individual schools to develop. Depending on the level at :
which the major implementation cffort occurs, it is possible to draw strategics
from the two previous scctions: Local Problem Situations and Tmplementation of

. District Curricula. Somc of the key concepts, however, lend themselves more
appropriately to mandate situations-than others. '

What is known about tcacher development can guide how a ntandate is
handled in its carly stages. Teachgrs naturally will feel less comfortable, more
anxious, and need more information about a new program when they have not
participated in the decision to use it. Special attention mustbe paid to these carly
concems. As in district implementation, onc way is to be very clear about what is
involved, that teachdrs arc cxpected to usc the program, and that they will be
given all the oral and physical support they require to do so. Another way is to
identify the flexibility open at the classroom level and allow for teacher input into

" and adaptation of all but the most essential components. Participation in
molding what is actually to happen in their classrooms will alleviate sqmie carly

v
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anvictics and adequacy concerns, Again. partieipation often-leads to ownership
and successful implementation, so that whereter teachers can be involved in. -
shaping the new program, or in plaming the process of implementing it, the =
effort is more likely to lead to positive. results. '
‘ Suppoﬂ is critical to mandates since teachers rarcly “go the extra mile” for”
somcthing they-did not.choos¢. They can, however, get hool\cd onsomcthingif = %
it is not impractical to use and it appears to influence their stidents positively. -
Our experience is that ownership can be developedafter the fact when somcthing o
is mandated; both teachers and support staff agree that “if we can’t beat em, join .
‘em,” and adequate support is provided to make it all pogsible {Crandall and '
others. 1981). At times, the: support may nced to take wnique forms, such as -
providing clerical assistanee for paperwork, srcleased time for extra planning or '
team mecting, and rewards for participation (course ggedit, stipends). “1The
combination of adequate support, attention to teacher (Icﬁ)pmcntal needs, and
clear “and explicit expeetations' for usc: of a new” program . prov ides greatest
potential for successtul’ lmpluncntatmn , .
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Chapter 11

Cumculum
Research and o
-~ Evaluation o

- Frederick A. Rodgers

4

hroughout the sceond half of this century there have been a number of

large-scale curriculum development activitics conducted in many coun-

trics with very diffcrent sociocconomic and political circumstances. In the

developing Zountrics, the availability of new cducational systems suggested the

need for major curriculum revisions. In developed countries, support for
curriculum change was fucled by widespread dissatisfaction with cxisting
cducational progranis and practices. These various movements led direetly to
incrcased activity in the ficld of curriculum development across the whole
spectrum of problems associated with the arca. Specifically, there was increasing
agreement about thc compelling need to -revise instructional materials and

" methods of teaching to deal more precisely and cffectively with the changing
‘characteristics of students, the acginnulation of new knowledge and ways of .

+  combining "content, cmerging social issucs, the environmental context of
]cammg, and the variety of social and personal Practices characterizing conteni-
_porary living. s v .
Many of the cducational critics of the 50s. and 60s.were concerned and

many times opposed to either the nature of the content and its organization or to

how the content was taught. In many instances critics thought that both content

. and instructional approaches nceded a radical overhaul. On the basis of the
concems of critics and professionab educators alike changes in the way the A
curriculum is selected, organized; and prcscntcd to students have been madeand” ..
cstabhshed as par‘t of acccptcd practice. The establishment of new curriculum
* practices has led to the need to pfovndc knowledge of the cffects of the revised
practices in hclpmg students acquirc the knowledge and lcaming C\pCl’lCHCLS
- nceded to attain the educational goals of the nation. '
‘ As curriculum development activities expanded, demand for systematic
rescarch and evaluation of cducational programs mcrcascd Grcater demands
were made by funding agencics and constimers alike ‘to make available

. acceptable evidence dn the effectiveness of the new programs for bringing about
b(pcctcd results. Therc is 4 need for better mformall(m (1) attésting to the
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relevance of the new programs to mect the needs of society and diverse learners,
(2) establishing: the scientific significance and validity” of- new instructional

materials, (3) outlining the cxtent to which certain teacher and studentbehaviors
arce clicited, and (4) certifying the actual outcbmes ruultmg from the usc of a
given sct of instructional materials.

Attcmpts to find answers to speeific questions suggested by these four areas
have led curriculumn evaluators to design models of curriculum components and
outline guidelines and methods for generating, collecting, summarizing, and
analyzing data required to arrive at conclusions about key cducational questions.
"The need to lcarn more about educational programns as contrasted with learning
morc about students oi teachcrs L\cluslvcly has led to the ereation of the ficld of

. curriculum waluatlon

-

The Systematic Practice of Curriculum Evaluation

-

As resourecs werc nade available for public and private sources to revise
( p p ,

creased demands for accountability and judgments of valuc and effectiveress.

e ['hc call for more systematic cevaluation of curriculum stlV)tlL% by fupding
" agencies and consumers alike began to parallel the growth in curriculum
development and implementation that clmractcn/ul the scoreiof years between

1960 and 1980.

and suggested teaching mcthods in relation to expected educational and social
outcomes. Answers were' being sought coneerning the social and educational
rcluanqc for different kinids of learners, worth and validity of content and
, materials, impaét of programs on the behavior patterns of teachers and learners,
“and mcasured outcomes resulting dircctly from the-use of seleeted instructional
matcrials. According to Lewy (1977) curriculum evaluation was being asked to
.. providc specific answers to (or at least some insight into) the following questions:
2 Is it worthwhile to dcvote tnnc to lecaming the materials included in the
program? . -
Do the educational materials refleet recent developments and contemporary
idcas dominant in a given ficld of intellectual or scientific behavior?
Arc the study matcrials free from obsolcte concepts and ideas? .
Under the prevailing systém of teaching-learming conditions can the new
program be successfully implemented? '
Will the students master certain skills as a result of the program?
Will the students acquire certain desired attitudes and values?
~ Will the teachers aceept the major tenets and objectives of the program?
Is the new program an cconomic means of obtaining certain desired goals?
What unintended or migpreseen outeomes may emerge as a result of
utilizing a given program? N
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develop, and implement curriculum matcrials and activities, there were in- -

The. proliferation of cducational progrmns dictated a need for data and .
information that-could be used as evidence to judge the value of the "materials

Dt
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To that list should be added these questions:
Was there a plan or design for implementing the Lurnculum pmgrmn?
Were teachers given the time aivd training necessary to understmd and

master the content and major components of the curriculum program?

Were teachers afforded an opportunity to observe and practice the delivery
approaches called for in the curriculun: program? : .
To what extent was the curriculum program impleniented according to the
design suggested by the developers? "
Do user groups tequire any prerequisite learnings or C\pcmnus to use the
materials effectively? 3 o
- How complet: and independent is the new curriculum program as a total
leaming experience?
Are there provisions for making changes in the progmm s design and
implementation or stmtcgncs’ .
it is obvious that the pnrsmt of answers to these questions rcqmru a svstem
for sclecting, collecting, analvzing, summarizing, and making judgments about
relevant data. Some svstematic approaches or models used for cvaluating
curriculum programs have evolved and will be discussed later in the chapter.
Curriculum evaluation is concerned with making judgments about educa-
tional materials and practices: Since the range and mumber: of combinations:
possible for cdpcational matcrials and practices are far-reaching, compldx, and

“diverse, it is necessary torestrict one’s thinking to major categories of coneerns

that characterize curriculom development, design, materials, and implementa-
tion strategics. Given this problem, we must set the stage for our converts on
curriculum cvaluation by bricfly outlining major categories that guide the
curriculum making process. The categories to which |'refer are program focus, -
medium of instruction, organization of material, teachiyg strategy, classroom
management, and teacher role.

The program focus establishes a boundaryﬁfol"‘rclatul knowledge in a given
ficld of study. Some scholars in'the ficld refer to it as subjcet matter, a discipline,
6r established knowledge in agiven ficld. Knowledge accumulated in a particular
ficld is- labeled in accord with traditional arcas such as mathematics, biology,
chenustry, history, gwgmph\' anid ph\slcs "I'his approach to grouping and
labeling curriculumydoes not climinate the possibility” of groupmg reloted
knowledge accordmg to social problems such as inflation, conscrvation; energy,
democracy: or rccrcatnon The point to be made here is that program focus is a
way of (Ictcm!}lmng knowledge sclecting boundaries and st@®ture, Curriculum
evaluation should take into account the program focus as one I)‘ms for sclecting
and guiding thie approaches.

The medium of instruction is prmmnl\' concerned with how the program is
packaged for delivery. It is concerned with whether the material is in print form,
pictures, flyers, filnstrips, or records, and the types,of cquipment required to

present the packaged materials. Presently-the medium of instruction is discussed

in terms fof softwar¢ (format) and- hardware (cquipment). <The medium of .
mstructnon plays a crucial role in the (Iuclopmcnt and delivéry of curriculum
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programs and. ;1('cor(|mg|y. shapes the nature and approach to curriculum
cvaluation,

" Another arca of concem for curriculum evaluation is the organization of
material. Curriculum materials may be tightly structured and sequentially
presented to intended users or they may be thought of as resource ihaterials to be
selected at the discretion of teachers and students. Materials may be organized to
achieve stated behavioral outcoines determined by the (Iu’clopcr or to achiceve
outconigs determined by users with a number of (Ilﬂ'erunt purposes inmind., The
organudtlon of curriculum materials *deteniines i 1 part the appr(mth to.

" evaluation. ‘

The teaching strategy suggested in most Lurnculum materials concentrates

“on how the teachers conduct the instructional patterns (interactions with pupils

" and interactions of pupils with materials), how to deal with selected content, and
how to determine expected outcomes. “Teaching strategics are specific techniques
teachers employ to foster leaming and understanding of content and skills. The
nature of teaching strategies involved suggests types of curriculum “evaluation
approaches and questions that might be cmployed.

Classrovin management deals with how the feacher eontrols the interac-
tions of learners, materials, methods, and schedule of events, How children are
grouped-according to selected characteristics (needs, abilitics, interests, sex, race,
experience, and so on) and matched with content, skill, and attitude require-
ments is a major concem of classroomm management.  Another aspect of
classroom” management is the structuring of time and resources for cfhcient,
effectiver and balanced use for each child. Classroom management helps sct the.
pattern for curriculum cvaluation. -

The final area of concem is the role pl‘wul by the teacher in using tfe
curriculum materials with leamers. The role can- vary from interpreting the

* developers’ instructions, reyising, materials, providing prerequisite skills and
learnings, motivating students to practice, and assisting students to work
independently. Since the teacher often plays a number of different roles, the
evaluation approach must be flexible enough to capture the impact of the teacher
in different envirommental contexts.

Models and Approacfles for Curriculum Evaluation

The literature deals with curriculum evaluation in terms of medels and

. . F] N : « e « ’ ‘
approaches. It is important toestablish the' distinction between models and
approaches when applicd to curriculum evaluation. hy a strict sense a model is:
a description of a set of data in terms of a system of symbels, and the m‘mu)ul‘ltlon of
the symbols according to thie rules of the system. Thc resulting transformations are

translated back into the language of the data and the relationships discussed by the
manipulations are compared with the cmpirical facts (English and Englishi, 1958, p. 326).
. i . .

Using this definitions patterns, of curriculum: evaluation are not casily
classified as models. Those patterns of curriculum udluatlon so classificd as
models focus on S(.ILCtL(] futuru of cvaluation, highlight umquc functmps. and

“ERIC
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t ) ' . :
outline procedural patterns. Maodels used in cursiculum evaluation do not always
reflect discrete alternatives toward: evaluation and are often complementary to
one anofber. In fact. different evaluators often shift the focus of particular
evaluation models until they appdar to be different from the stated intent of the
evaluation model. '

There- are three nigjor models that dominate the field of curriculum
evaluation. These models can be classified on the basis of their concem with (1)
achicvement of desired outcomies, (2) assessiment of lncrit, and (3) decision
making.

*The Achicvement of Desired Qutcomes Model s usql prin: ml\ to evaluate
the .l(.lncwmc_nt level of individual students and/or groups of students. “The
curriculum cyaluator emploving this madel is interested in the extent to which
students are performiing in accord with expeeted behavior. This model secks to
answer the question: "What is the nature of the relationship between cducational
objcetives and student achievement?” - "

The Assessment of Merit Model, of carriculum evaluation is primarily
concerned with the examination of the merit of a given entitv. The evaluator
cmploving the Merit Model is interested in determining worth of a given entity -
according to a standard. "This model can also concern itself with stages in‘the
curriculum process when certain evaluative questions are raised. 'The stages refer
to functions studied at both the formative and sunmnative pcno(ls of the
implementation of a curriculum prograin. :

The Decision-Making Madel of curriculum evaluation is primarily cong
cermed with future actions based in the evaluation results. This model secks to
sort out alternatives to assist in decision making. While the three models of
evaluation bricfly discussed are the most prevalent din the field of curriculum,
they are usually not mutually exclusive when they are cmploved. hn practice,
components of cich modelmay be eombined to get at all the different kinds of
questions a curriculum evaluator might be asked to handle.

The wavs evaluators combine components of various evaludtion models
have created a number of approaches that are better suited to dealing with
specific pmblcm arcas than would be the case when using any one oftllcsc three
models.

Approaches to curriculum evaluation are generie patterns of combining
modcls of evaluation to achieve specific purposes required by selected education-
al programs. The use of approaches to curriculum evatuation appears to be better
suited to the kinds of problems curriculum developers have to solve and to the
tvpes of questions that are posed by users and potential users” of edugeational
materials, According to Stoke, there are nine approaches that can be eniployed
to conduct educational evaluations. Stoke does not claini that all nine approach-
es are mutually exclusive both in terms of clements used or applications
practiced by evaluators. 'The nine approaches to which Stoke refers are shown in
Figure 1. '
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i .

< How to Conduct a Curriculum Evaluation

Before one can focus a curriculum evaluation study, the evaluator must
define the primary audicnees and identify critical issues. A second step for the
evaluator is to identify information that is relevant te cach issuc variable and the
best sources for obtaining the necessary information. The third'step should focus
t ~ on determining how mueh information should be collected, simmarized, and
“organized to amalyze. A fourth step should involve the seleetion of appropriate

instruments and procedures for gathering and analyzing required data. The final L
step in the sequence involves interpreting data and comparing results with |
appropriate standards to. support conclusions about value and cffectiveness.
Components-of the various steps are shown in Figure 2.

r

Reporting Curriculum Evaluation Results

A major consideration in eurriculum evaluation is how the fesults will be
reporfed to the user groups. Since different people have different infonmation
“needs and different tolerance levels for dealing With eertain types of material, the
format. style, and technical aspects of an evaluation report must appeal to its
mtended audience. The curriculum evaluator must remember that different
people use a variety of different criteria to judge programs based on the meaning -
they derivé from the data as presented. Figure 3 shows som of the arcas. that
might be considered in reporting curriculum evaluation results.
Figure 4 shows an outline of an evajuation proposal in tenns of the dvnamie
" processes associated with iniplementation and operation (formative evaluation)
and the observed results of content and activities of the performance of
_participants (suinmative evaluation). The ‘evaluator is responsible for gathering T
data in process patterns as suggested by the clements shown under “process”in
. Figure 4" The primary function of the process section of the evaluation is to,
obtain an accurate deseription of carly ‘development, implementation, and
operation of the project’s programs and aetivitics. .

The program focus of the evaluation is primarily concerned with the
effeetiveness of the total curriculum program’s effort to promote positive changes
in ‘achievement performance, attitudes, hehaviors, and instructional response
patterns of target populations. Protocols for colleeting different kinds of data must
be matched with the various program elements to be studied. After program data
are collected, analvzed, sammrized, and formatted for presentation, the
- different intended andienées should be able to decide the worth, effectivencss

(cost and achieyement performance). and reyisions required of a curriculum

progratil.
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Figure 1. Nine Approaches to Educational Evaiuation*

Approach

Purpose

Key,

Elements .

Purview

Empha-
sized

Protago-
nists

Cases,
Examples

Risks

‘
2.

- Payoffs

- Student
Gain by
Testing

to measure
student
perform-
ance and
progress

{

goal state-

ments; test-
, score anal-

ysis; dis-
crepancy
between
goal and
actuality

Education-
‘al psychol-
ogists

Ben Bloom
Jim

. Popham
Mal Provus

~ Ralph Tyler ASteele

Womer
Lindvall-
Cox

Husen

oversimpli-
fy educ’l
aims; ig-
nore pro-
. cesses

emphasize,
ascertain
student
progress

Institutional
Self-Study
by Staff

to review
and ine -
crease staff

_ effective-

ness

- committee

work; stan-
dards set
by staff;
discussion;

profession-

alism

Professors,
teachers °

National
Study of
-School
Evaluation
Dressel

Boersma-
Plawecki

Knoll- ’
Brown

Carpenter

s

alienate
some staff;
ignore val-
ues of out-
.siders

. state

increasq

awareness,
sense of
responsibil-
ities
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Blue-Ribbon
Panel

10 resolve’

crises and
preserve -

the institu-
tion

prestigious
panel; the
visit; re-

view of ex-

isting data
& docu-
.ments

\

Leading
citizens

James
Conant

Clgrk Kerr

David
Henry

Flexner
Havighurst

.House et

al.
Plowden

postpone .

action;
over-rely
on intuition

gather best
insights, * -
judgment .
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Lou Smith

~ Transaction- ‘to provide  educational Client, au- Macdonald over-rely produce
Observation  under- issues; dience . Parlett- . Smith-Poh- on subjec- = broad pic-
standing of  classroom - Hamilton land tive per- .. ture of pro- |
activities observa- Bob Rip- Parlett ceptions; gram; see .
and values tion; case pey "~ "Lundgren ignore * conflict in -
. ~ studies; Bob Stake Y, causes values
pluralism , i , . ‘
_Manage- to increase lists of op- Managers, Leon Les- Kraft over-value feedback
ment Analy-  rationality tions; esti-  economists singer Doughty- efficiency; for decision
sis in day to mates; Dan Stuf- Stakenas undervalue making
: day deci- ' feedback - flebeam Hemphill implicits
\ - gions loops; +  Marv Alkin , :
costs; effi- Alan
ciency . Thomas
Instructional  to generate _controlled Experimen- Lee Cron- - Anderson,  artificial new princi-
Research .  explana- conditions, . ftalists bach R. conditions;  ples of
- tions and multivariate Julian - Pella ignore the  teaching
tactics of analysis; Stanley Zdep- humanistic  and materi-
instruction  bases for Don Camp- Joyce al develop-
generaliza- . bell - Taba ment
» tion ‘
Social Policy to aid de-  measures  Sociolo-, James Coleman neglectof  social
Analysis ~ velopment of social A gists “Coleman Jancks educational choices,
= of institu-  _conditions David Levitan issues, de-  constraints
tional poli- "and admin- Cohen Trankell tails ~ clarified
cies istrative im- Carol
pleménta- Weiss
“tion Mosteller-
) \ . Moyni-
. han .
. !
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" Goal-Free
Evaluation

to assess

- effects of

program

ignore pro-

ponent

claims, fol-

low ¢heck-.

list

Consum-
ers, ac-
countants

Michael
Scriven

House-

Hogben

over-value
.documents

& record .

keeping

data on’ ef-
fect with lit-
tie co-op-
tion

Adversary
-Evaluation

to.resolve
a two-op-
tion choice

opposing

advocates, .

Cross-ex-
amination,
the jury

Expent, ju-

‘ristic

Tom

- Owens

Murray .
Levine

. Bob Wolf

* Owens

Stake-
Gjerde
Reinhard

personalis-
tic, superfi-
cial, time-
bound

»

info. impact
good;
claims put
to test

Of course these descrj_btive tags are greatly over-simplified. The approaches overlap. Different pro

ponents and

different users have different styles. Edch protagonist recognizes one approach is riot ideal for all purposes. Any one
study may include. several approaches. The grid is intended only to show some typical, gross differences among
contemporary evaluation activities. : ‘

-

*Prepared by R. Stake, CIRCE, September 1974
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" Figure 2. Steps in Conducting a Curriculum Evaluation

" Steps Things to Consider

1. Identifying Primary . . Program Sponsors; Program Managers [2
Audiences - and Administrators; Program Participants;
o ! Program or Product Consumers; Content o
Specialists; Lay Citizens; Pohtncnans Law-
- makers : v

jcomes (Expected and Unexpected)

#Ppcesses; Costs (Resource and Opportu- Yoo
mty), Consequences; Justifications; Estab-

‘ __lishing Standards

3. |dentifying Data * People.(Teachers, Students, Parents, De-
Sources ' velopers, etc.); Existing Documents; Avail-
s ‘ able Records (Dynamic and Static); Relat-
ed:Evaluation Research Studies; Competl-

tors

4, ldentifying Technlques - Standardized Tests; Informal Tests; Sam-
for Collectlng Data ples of Student Work; Interviews; Scales
. . (Rating and Attitude); Historical- Inquiry;

, Observatlon Schedules; Participant Obser-°

Y | o vations; Checklists (Student and Teacher);
~E -Behavior Analysis; Anecdotal Records; In-
h ‘ teraction Analysis; Utilization of Blographlc

Data

5. Identifying Techniques ° Statements by Selected People (Program
for Establishing Stan- Personnel, Content Experts, Scholars and
7 . dards . Opinion Makers); Reports/Retommenda-
L . : ‘tions by Boards, Commissions, or Other
;o ' Study Groups; Statements by Regulatory
Agencies; Survey of Social Valyes

°" 6. Identifying Techniques .. Content Analysis; Statistics; Graphic Inter- -
for Data Analysis pretations; Value Comparisons; Logic

2. Identitying Crmcal Is- '
sues ' 7

Figure 3. Components of (:urrlrcuium Evaluation Reporting - .

Types-of Reports Written; Oral; Progress Reports; Final Reports;
L Summary Reports; General; Specific; Technical,
Nontechnical; Descriptive Only; Graphic Only;
Evaluative and Judgmental; Llst of Recommen-
dations :

°

Modes of Display = Case Studies; Portrayals; Graphs and Charts;
. Test Score Summarizations; Scenarios; Ques-
tions/Answers; Dialogues/Testimonies; Multime-
dia Representations; Product Display; Simula-
tions
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Figure 4. Focus Components of Evaluation Plan

X

(16,

Process - Program _ : _ v
Developmental Administrative Objéz%/es.- - - Activities Performanceé Attitude Change
A. Needs as- A. Existing ad- A. Process | A. Student A. Student A. Students
- - sessment ministrative . achievement ..
organization - : :
and proce- . )
dures '

B. Curriculum B. Organiza- B. Content | B.. Staff B. Staff develop- | B. Staff
program de- tional struc- ment /
sign ture and ad- - :

- ministrative )
| procedures ’
required by o
. new pro- '
. - grams ’ : . :

C. Implementa- | C. Design and C. Attitude | C. Administra- C. Communica- | C. School per-
tion design operation of : + tors tion sonnel
and strate- - program ' i )
gies management

- ‘approach : .
. Participant in- | D. Design and D. Parents D. Management | D. Community
volvement, ~operation of R ' members
communica- |~ ’ :
- tion pattern
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}Curriculum R

1

| Field of Practlce E

Elizabeth Vallance \ L, R

E]

/
othmg about curriculum is snnplc Indeed, it is not even clear what we
mean by “the curriculum™ is it'a course of study? a 30Lumcnt? an

N academic discipline of its gwn? What are “curriculists,” anyway, and
how do thcv contribute to the Lntcrpmc of schooling? And what intcllectual and
practical’skills do curriculists most nced in order, to do their jobs well? The
qucstions are fairly basic, and they demand ‘a response by cach succeeding
gencration of curriculum profcsslonals they undedic cach of the chaptus of this
Yearbook, with greater or lesser degrees of emphasis.

It is curiously reassuring that the questions cannot be addressed simply.
While the answers proposed here accumulate in a rich tapestry of related '
viewpoirnits and arguments, they do not prcscnt a simple set of iustructions on :
o how to do curriculum. Ther€ arc numerous common threads and they define a

. refreshingly cohcrent overall approach to understanding curriculum. problum
. but the answers offered to the badic questions are perhaps most interesting for the
diversity of theoretical and practical viewpoints they represent. It is in this very
> diversity that the real richness of the curriculum discipline may lie. Certainly itis
this diversity that.has attracted such a wide spectrum of scholars and practitioners
‘ to accept., c\ph(:ltl\ or by implication, the frustratingly vaguc label of curriculist.
Curriculum as a field of study demands complex responses to complicated
-, problems, and only graduafly and occasionally docsthe discipline look as though
it oftéts any kind of conscnsus on how to deal with its practical prob]uns This
"®  Yearbook is an cffort to tarshall some illuminating and "useful rcsponscs to -
specific basic questions about the curriculum and to present-theni ‘as guidces to
practice. As such it necessarily presents a slice of the curriculum field itsclf and
offers it to public scrutiny. '
While many of the interesting questions facing curriculists are too complex
" and .subtle for simpl¢ formulas, they can be approached intelligently and
systematically, and they are amcnable to productive dcliberation. This Ycarbook

- attempts to define some of the boundrics of such discussions, and in the process -

to identify ina modem context those prob]cms that havc vexed Lducato'rs for

lbo
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- centyries. In the end, this practical dl’t-—(llld its products—is in the hands of its
practitioners. Regardless of thg rules and prescriptions handed across in anf .
book, thosc. who-work with and shape the forms the curriculum takes—
curriculum  developers, textbook authors,  curriculum  committees, school
“boards, and teachers (to name a few —will create it. ‘They will glo so whéther or
not a Yearbook such as this exists: they have obviously done it \‘\%Ll grcat gusto up
to now. But a guide to practice sh: uld at least help curriculum workers to phrase
their questions well, to ask them of the right people, to know what bagkground is
pertinent to their own sitwatjons, to be sensitive to_the intellectual and political
forces cluiming legitimacy in their dedisions; and“"o make curriculum decisions
gréunded i practical reasoning. :

Curriculum problems are commonly thought to have beth theoretical and
practical components and mucltado is akso made about the alleged split between
theory and practice in the dialogues and concems of professional curriculum
workers. It 1s revealing that this Yearbook: explicitly-concerned with providing .,
practical answers to very practical questions having to”do with the design,
'development, implementation, and evaluation of ¢urricula, regularly demon- -+
strates the importance of modcl-making and theotizing ingthis practical area.. .
Vigtually every chapter attacks its dppo'intcd problem by first sketching at east a
simple model desgrilsing the definjtions and boundaries of the “concepts it is.
treating; chapter after chapter ackng; ledges, implicitly at least, the importance
of distinctions_that might well be considered “theoretical™ in nature—distine-
tions*between content and form, societal and other sources of objectives, and
between varving conceptions of “curriculum.” The very task of thinking cleardy
abodit curriculum: problems scems to demand fsst a methodical analysis of the
conccpt of "curriculum” and a mapping of its salicnt components in thc CoIncxt °
.dt.hdnd That the breakdowns of the concept offered in the various Lhaptcrs'hcrc
“Hb not preeiscly parallel one andther is less-important than that they do
cuimulativély form a clear picture of the basi¢ questions in curriéulum-making.

Consider bricfly thé various distinctions and descriptive models that the
various chapters offer us. Beauchamp acknowledges three meanings of “curricu- .
Jum™ and identifies four "lcwels"' of curnculum-plamming. borulyidentifics three
levels of political influenee e thie curriculum, levels later reflected in Loucks’
and Lichcrmam’s analysissof curriculum implementation. "I'vler and Brandt cite
se\eral sourees of curriculuni goals and objectives and three tvpes ()fgodls uscful
to schools. Smith discusses several different ways in which the u)ntmt of o
culture ¢ (@ be conceptualized | in terms, accessible to incluston in a currictlum.

- Gow and Casev identify four “types™ or functions of lcarning activitics to be ~

~ derived from available content in nuordd)uc with thic goals of the curriculum.

5

) ' o
Rl

.Major Questlons and Common Threadq .

‘Our examination ()f the curriculum developnient pr()ccss has Jddrcsscd a
“number of questions, both cxplicitly andﬁalphutl?\". The questions addressed
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“exphicitly in-our clu |ptus are questions essential to curriculum: development:
curriculum development egnmot proceed without at least tacit responses to them.
Thus. an individual ulgagc;l in building a curriculunuat any level must cither
address these qucsh(ms dircetly or be sprepared te face the charge that the
resulting curniculum egibodics responses to - them, mmtended or not. -Any
curriculum necessariiy reflects a position on these basic quutmns
“What idcologics. “theaies, or philesophics are we communicating—
delibetately or not—in our dialogues about,curriculum problems? How do we
know? What constraints do these values pl‘ICC on our deliberations? , °
» What political forces are most pertinent to this currictlum project. and

‘how "docs this political contest shape our prioritics and our decisions?

* What arc our mijor goab, where do they fall on a socialization-individual
developraent continyum, and how dowe know these goals are-the most
appropriate? ’

« In whatdemis do we define our cducitional "needs” and on what basis do
we assess the anportance o different needs? ‘

» I what terms do Re describe the content of the ulrnullum ((mupts

values? goals??, and on what basis do we organize it?

« What is the role of planned “leaming activities™ in our curriculum, and *

what is their relationship_to students, to subject matter, and to purpose?

- At what levels will the curriculum be implemented. and what historical

and p()lltlcal realitics will foster and encumber the nmplementation process?

- What. ultimately, is the purposc of evaluation and how can‘we know how
best to-usc it> What can evaluation tell us in addition to .1(Ic|r@s\mg the explicit
questions on which the curriculumswas based? | : . S

Sonie commonalities underlic the various points of view on the curriculum
reflected in these chapters. Six in particalar stand out:

. "The ficld™ of curriculum practice is broad dnd ‘embraces all those
whose wotk allows them to influence the content. form, and impact of learning
progtanis. This ingludes administrators. curriculum developers, writers, teach-
crs. managers, and.others.

* 2. Curriculum practitioners operate within a set of regular and |(|cnt fable
constraints which shape their decisions and their actions. These constraints are
imposcd by the subject-matter disciplines: the practical climate. fiscal limita-
tions, existing mandates. tihfe, and local and, cultural understandings of the role
oPlie: ychoul in society. "Somce coustraints wilsbe more salient than others in
somc situations. Non¢ ¢in be ignored. - v

Though the school curriculum is ll"ll‘l"\ our f()ul\ it cannot be

comldcrcd outside the total context of the family. community, work roles, dn(l

otllcr educative forees that shape a child.

There are npnschool curricula equally needing: \\\tcnmm attention—

the Llll’l’lLllld of industrial training plograms. lifclong ‘mrnmg prograns,

communm ccintérs, trade unions, and others. ;
Every practitioner involved in curricitlum (Iuclopmcnt faces a fairly

rcgular sct of decision pomh involving casily 1dcnt|ﬁal)|c gruup\ <|c|||)cmhons
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with state I)o.mlx |Lgl\|.lllllt\ dustniet adiministrators, building pnnup‘llx par- - i

cnts, tr..uhcrs and students all result in levels of decisions essential to continued ]

progrcss .

. There 15 a wmmonl\ acuptul orderly sequience to be followed in

construdlng a curriculum. Lately the sequence refers to the importance of

< cvaluation in terms of gozls and is embodied m the Wmuch-overworked “Ivler .
rationale™ jgoal identibeation/selection of learning experiences/sequencing of
samedevaluatiom). 1o future generations ‘it nay he different. But the field of |
cutriculum aceepts a basic grammar that jts practitioaers and stu(lcnts are
expected to have astered: They have, and this Bbook uses it

Jhese commonalities are partially emibodied i the established set of

. Teurniculum knowledge™ that s availuble w us in the works of Tvler, Schwab,
Huebner. and others. The set of fogical steps outlined in Ralph ‘Tvler's famous o
svllabus 119301 over three decades’ ago has been embraced, questioned, guanti-
ficd,. made the basis of an educational movenent. and revisionigtivally exam- ¥
ined—but they are still with us, more or less intact. Schwab's (1969, 1971, 1973
principles for understanding curriculum work s a practical art. and his
principles of deliberation aixl of sensitivity to the conmmonplaces of curricular

“issues, are basic to most of our thinking. Hucbner's (1960) important work

placing curriculum questions into conflicting but concurrent value ystems has -
remained with many of us a reminder of the many practical dimensions of any

¢

curricular decision. Eisner and Vallance (1974) offer a kind of map of five d
alternative ways of coneeptualizing the important questions-in the curricabum o
field, . o
. : ' :

The ultimate value of these coneeptual analvses. lowever. is in the extent 1

to which they inform and improve upon practice. This test is rendered especially’
- . difficult by the fact that the practical world of curncullnn-nmklng is itself
3 " complex. slnftmg and rarcly takes the same form twice. No siple rules,
‘models, or deliberative ggclllllglxcs can casily be applicd to alt curricular
situations with anvthing like the samce resultse The problems of seleeting
textbooks vary from community to conmmunity, and from year to year: the needs
" of thivd graders in Detroit are not the same as the needs of third graders in Austin;

.

\* the curricular problems faced by pldnncrs of a vocational continuing cducation ‘ ot
\ . Program in industry are not the same as those of a building principat in a rural .
o clementary school.” That much scems obvious, and it means that any book 4

Cl‘n\umg to address recurring curriculum decisions must seck the generie and
most conunan kinds of problems addressed by all curriculists: it must attempt to
prov i(lc rules applicable-to this wide variety of contexts. o

There is ‘also a sccond,rank of questions appropriate to any curriculum- .
m.llxmg endeavor but only tangentially addressed here. These are questions that
aresaddressed alimost by default in real curricular situations but that rarcly assume
a sufficiently tidy form to invite chapter headings. These sceond-rank questions
raise themscelves ‘in the process of practical curriculum work, and thcx will
influence our approach to the more dircetly pl’.l(,th‘}l questions.

Onc such question is: “To what extent is/it possxblc to be systematic in S
> i ) K ’
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dov clupmg a curticutunt®” Many standard curriculum texts deseribe the curricu-
lum dcwlupmcnt progess as i logical step-by-step procedure. Acursory reading
of some of the chapters might suggest that the goals of the curriculunt, derived in

~part from a svstematic needs assessient, may be applied to the aceepted body of

o
o

content in a way that results in specthe fearning activitios: needs assessments can
clarifv our goals, which in turn wall tell us how to seleet amnong the learning
activities avalable to us for teaching the content in its various forms. In fact, of
course, the process s never so simple, dand the logical steps implied by cach of
these chapters become significantly muddled when we add the context demands
of philasophy and politics.. These can confuse the best-laid plans, and the
canfusion dentands resolution before the curnculum can be implemented.

o Lhus, does goals identification always precede the dehnition of fearning
activities? Is format decided whew learning activities are selected, or before, or
sometinies after” What role does needs assessment actuadly play in the identifica-
tion of goals or of the “culture content™ of the curriculum? The answers to these
guestions may van with cacly situation, but the curriculum developers will at
Jeast tacithy address them as they determine how and when to answer the explicit
and unavoidable questions, v

Also at play in any carriculum dcuslon making situation is the developers’
tacit understanding of whether “curriculum”™ is primarily a body of content or a,
logical stricture and process: What is the curriculunt, and which aspects of it are
we e cmtent on shaping in the counse of our deliberations? Several chapters
shat the question, and several incorporate it ‘into other argaments. On the
whole, their answer is “both™ the curriculum is both a body: of content and a
svstematic organization of its specific forms. The problems of curriculum-
making arce hoth of sclecting the right ¢ontent gnd of presenting it in a fashion
accessible to students. The problems are of both substance and forin, though one
or the other aspect may predominate at various stages in the curricudum-inaking
process. Thus, for example, parents, the public, special interest groups, and

-others may bt especiath concerned with the content of what is taught in school |

EKC
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and may phrasce thcir argument: in those terms.s Arguments for consumer
cducation, vocational education, drug abuse ceducation, “equal time” {or
creatiomst theories, and the like tend to emphasize the content that is to be
communicated i these curricola. Others i the dialogue may: be more
concerned with the process or attitude by which knowledge is conveved to
student—concems with “discovery learning,” “mastery learning,” “contract

“earnmg,” and Tlifelong leaming™ stress the, kind of involvement oﬂlrcd to

stndcnts rather than the specific material they will address.
" The confusion between contenit and structure emerges at several, lv:\ ols of
discussion in curnculum making. Some of the decision points identified focus

on content questions, others perfain more to structure, and the emphasis.

necessanly shifts in the counse of developing a complete curriculum. This

Yearbook accommodates the shifts without explicitly addressing them: any

practitioner will nced to address the distinction and resolve it periodically.
Finally. somc assumptions arc incorporated into the present model of

16
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curnicilum development. and it s appropriate for curriculists to test the validity
of these assumptions against their own situations. Ior example, the model
presented here presumies that the planned-for goalsof a curriculum, as its most
nnportant outcoines, “are those most deserving of evaluation and revision. Little
has been said of the unintended hut regular conscquicices of schooling such as
. political socialization, obedience training, value formation, and the like. The
developer may well ask whether this .lssumph()n of the centrality of planned-for
and measurable objectives is wairranted in any’ given situation—or whether long-
term emerging cffects such as students’ remembered tmages of schooling or the
community’s pri(lc in a program might be as important. A second assumption
Linviting questioning s that curriculum development. skills can somchow be
" separated from teacher training programs and dealt with as a set of problems in
their-own right. ‘The guyestion will be faced separately: in each situation: are the
curricular problems at hand problems that can be solved by curriculists not based
in classrooms, or is the implementation process so central that iistructional
principles aud the tdacher’s role are as critical as the other relatively clear
decision points treatefl here? Is it justifiable to assume that rogghly the same
curriculum devclopmgnt skills are required of all persons involved ini the process,
or will soie individuals” roles require broader or more intensive training?

One other assumption cinbodied in this Yearbook is, of course, the upbeat
belicf that educators are to some extent free to analyze and revise what is taught
inschool and elsewhere. Obviously we are, to some extent. But it is worth
wondering just how much of our cffort to do what this Ycarbook claims to help
us do is limited by ‘circumstances; addressing this implicit question should help
us to appreciate the real possibilities and linits of our,task and to gear our cfforts
realistically within that framework. -

Curriculum as a Field of Practice =~ : o

The curriculunifield is by no means clear; as a (Ilanplmc of study and as a
" ficld of practice, “curriculum™ lacks clean boundaries, and despite the tidy titles
defining the concerns in cach of the chapters, muddy issues remain. ‘These issues
are different from the direet practical “questions™ already cited. The issues are
dilennmas, and while they are periodically addressed by eurricutum theorist, and
other reflective types, they do not demand resolution in every practical situation.
They can be ignored, but they never completely disippear. Most of us live with
them in a kind of peaceable truce. They mierit at Icast a quick sketch.,

One enduring issue in the ficld of curriculum. refers to the ever-present
possibility that in-developing and impleienting a cutriculum we are also doing a
lot of other things. That is, we may be creating a kind of hidden curriculum that
teaches rules and principles of social and political conducet but whose outcomes
we neither anticipated ror sought to measure. In many cases we can’t know this
for some time, if ever. But it is likely that we are having an cffect on classroom
atmosphere, on community feelings toward cducation, on students’ fcelmgs
toward their-school and toward leaming i in general, on tcachcr morale, and the

t ’
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like. A substantial curncitlum change may well color the images of schooling
that students carry with them into adulthood, and these images may subtly enter
the mainstream of American culture without our having realized it, certainly
without our having planned for it. It seems prudent to-be sensitive to these
peripheral effects of curriculum change and to our cthical responsibility for
them, though we may be quite unable to control them. The issuc—of how
much we can influctece education through influences on the curricuhun—is an
cthical one and an important one. We can, hope that through thoughtful and
deliberative expariened with curriculum develdpment, over time, we can come
to better understand such subtletics. ‘

A related.issue is the question of which parts of the curriculum really are
susceptible 1o change by deliberate action. In principle, of course, since
curriculum is an artifact like many others, it can be wholly revised by direct
effort. in fact, however, portions of it have become so ensconceed in tradition that
the curriculuni as a whole. may be only variously susceptible to change
depending on which portion we are considering. This Ycarbook presumes that

anvthing in the curriculum, from goals to cvaluation criteria, s subject to

revision, w real life these may operate only as trade-offs against cach other. The
possibilitics and limitations of curricalum change are defined in part by the
broader role of the school in society, and by the curriculum’s role within the
school. "The enduring issnes in the field of curriculum as a practical art,are

shaped in large part by these relationships: the curriculum in American schools

has never vet been used as ‘a tool for deliberately overthrowing established
majority tradition. Schooling and leaming have sinee” colonial times been
dirceted toward the development and maintenatice of the wocial structures that
had created the country: the family, the small community, the coherence of the
dominant culture. ‘Thus, while the curriculum has been employed to “Ameri-
canize” immigrants and to instill traditional American values in generations of
school children (and has scemed Lo perform these functions extremely effective-
vl it has not gencrally been the tool of revolution and dramatic change (though
Paulo Freire's work may change this). Some reformers—Dewey and Rugg, to
name two—have afgued the need to revise the curriculum so s to teach political
values ot currentl§ in vogue among most cducators, but on the whole the
curriculum seems to have plaved a relatively conservative role.

This apparent commitment to the transmission of culture has placed the
school squarelv in the' role of socializing agent, a role it must steadily balance
with the goals of individual growth and development which it so explicitly
fosters. The balance between socialization and individual growth is fairly cven;
neither has ever fully overridden the other, and it seems safe to say that no
substantial curriculum change is likely to occur that espouses either at the
expense of the other. Fhus, any curriculum development cffort must take

account of this traditional role, and. cither overtly uphold it or try to revise it. -

Curriculum development is necessarily constrained by the school’s political,

social, and cthical commitments to the socicty that suppogts it. Itis this fact more

than anv others that irrefutably defines curriculum-=making as a practical art and
i
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denumnds the appheation of rational deliberative skills. Curriculum cliange is
always something of a bootstrap operation; the extent to which any specific
situatton limits or liberates its change agents is a question to be acknowledged in
the apphication for any curriculum development skills.

The content-onented view of e enrriculun would hold that undetlyving all
curncular problems 1s that of selecting the appropriate culture content, the

~ . . , “ '
quostton with which curricudunn desclopment begins and ends. We ask "Wt
" knowledge 1s of most worth™ several tiumes e cach generation. "Theguestion

shapes the way we seck to identifv our goals, it shapes our goals thenselves, and
the debates 1t provokes are fundamental to cducators’ deliberations atéall levels
and m all cras. Ay gnen curnicdlum, whether structured around content or
aroung micthod, obviowsly embbdices some responses to the question;” every
curriculum at somc point attempts to teach x and v, devotes-a chapter to ¢ and
none to b, applics the newest teaching to ¢ content and not to d. The
curpculum —the curriculum developers—scleet from the realm of the possible.
e curnculum presented to chﬁildrcﬁ as a result of these deliberations embodics
answers to the question. The ereation of a curriculum tacitly acknowledges that
vet another answer has been provided to vet another generation of students: An
acknowledgment that tic answers are always temporary, however, may cnable
curticulum developers to address the issue with some humility and in 2 historical
context that sees its own limitations. “What knowledge is of most worth?” is an
issue unresolved by this Ycarbook or by any other: a sct of mechanisins for getting
at an answer, however, has been provided in some of the chapters. '

The unknowns facing the curriculum field scem sometimes reassuringly
stable. "The-identification of sparfs of the turriculum that are susceptible to
change; the working out of an acceptable relationship among theory, rescarch,
and practice; the Wdentification of the boundaries describing what curriculum
change really affects besides the curriculum itselt: the constraints and possibilitics

- imposed by the enduring function of the school as socializer and as liberator; the

perpetual need to determine what students need to know-—all are issues. that can
be traced back through gencrations. In a sense we are dealing with little that is.
new, vet i another sense we are addresging standard problems with new and
evolving practical \l\l”\ that were not available to our forehears.

'

Imiplications for the Training of Curriculum Practitioners’

Curriculum practitioners are a diverse group. They include teachers (those
ultimate curriculum implementers), commercial and district curriculum devel-
opers. superintendents, community education directors, directors of curriculum,
bullding principals. textbook writers and- editors, directors of education in a-

variety of settings other than K-12 schools. and college professors attempting to
train all of the above. Al these individuals, and “others, have direet and
obscrvable impacts on what is taught in sehool; it is they who distill from the
surrounding culture the goals of schooling and attempt to comnumicate them

!
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through a program of study. Fhrough their efforts they attempt to answer the
unavoidable questions identificd carlier in this chapter, aud throughout this
Ycarbook.
But a Yearbook alone cannot educate curriculists, and it cannot train
cducators of wideh varving backgrounds to share o common view. We niav well
«wonder, thun what the implications of this Yearbook and its practical approach
to curnier' am developient are for the long-term training of practitioners. What
traming ts of most worth to the curriculun practitioner, and what does this
Yearbook suggest for the curriculum of curriculists?

There would seem to be three common requirenients among cumeullsts -

therr trannng, as reflected and expressed in chapters of this Yearbook. There is,
first. a clear need for some how-to-do-it skills and rules of the sort proposed in
several of these chapters, and there is especiathy a requi nt for a neans of
mtegrating these various skills into a coherent bodyef practical knowledge. Most
of us ate traned in some of the skitls outhineddicre: few have covered all of them.
Second, and 1 order to make Yhis carmipilation of knowledge usetul, there is a
requireinent for dey clopmg asofid conwptual grasp of the regular vari: ll)lL\ of
the plulosophical argwrients behind a - given curricutlum or - propose™ - for
curriculuns chaned” and of the various configurations that curriculum change
can tike Htat curricutum development is a practical art does not mean the
devetoper can suceessfully muddie through without some broader sense of the

~Contest m which hesshe operates. Some grasp on coneeptual analvsis seems

essential. And third. it seems not tautological to say that curriculum Llc\'clopu\‘
require expertence. "Vhe expericnee might take the form of full-time immersion
or onh periphieral imolvement in a curricultun project. I cither case it seems

nnperative for the curnicutum developer to acquire.a fund of experience that will.

enrich the meaning of the various principles and theoretical constructs gleaned
from Yearbooks such as this and from other formalized curricula for curriculists,

The task of providing even the rudiments of such a comion education to
curriculists is tremendous, for though we work together on commmion problems in
our various curriculum development projects, there is almost nothing that our
vanous backgrounds hold i common as a starter. \any of us are trained as
tcachers, which mav be our single ‘most common denomiyator, it is not,
however, universally shared. Curriculists come from many directions: teaching

‘ . as well as scholarship in the disciplines; school settings as welbas industrial, post-

secondan, and. community settings; and practical as well as research orienta-

“hons. How can professionals from these diverse backgrounds ensure that the
common language they share as curriculists is truly cotnmon? How can the
requirements for practical skills, conceptual clarity, and experience he nurtured
m professionals from different ficlds \\lm st come togetherin Llll'l"lLlIllll]]
projects?

‘The usual sources of the three basic requirements identified al)o\c are
familiar: we provide practical skills in the "methods” corrses offered by schools of
education; we attempt to foster conccptual clarity through coursces on philosophy
and rescarch methods; rich experietice cotnes in the sink-or-swim guahity of most.

of our jobs, and it is intensive and cffectual. Those not tr.lmul in traditional

17.
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“education” professions, however, will perforee miss the finst (the methods
course?, and may well niiss the second unless their “other™ disciplines empha-
sized coneeptual rigor. And there are some professional curriculists well trained
m research who have little or no experienee in "curriculum development itself.
The traming commonly available to us in schools of cducation does not
guarantee tat we will all possess the essential tools.

While there arfe no guarantees, it seems reasonable to suggest that the
lessons offered by this Yeabook encourage and reward various different kinds of
backgrounds. ' he practical skills covered in the Yearbook are ina sense generic:
needs assessiment and goals sclection are lur(ll\ unique to curriculum, nor are
problems of organization ynd formatting, nor are the trials of niplementing
approviad changes. We encounter similar problems in selecting organizational
gouals, in preparing grant proposals and final reports, in accepting any -new
organizational responsibilitics. Identifving purpose and organizing materials

*around it mav be central to curriculuny development but it is scarcely pecuiiar to
it: any good rescarel or writing project demands the same talents, and most
decisions to spend money imply some sense of organizational purpose and,
priority. Because curricular questions are <o highly charged with notions of
community purpose and cultural transinission,  curriculum implenientation
tuakes on a coloration that is intense and sensitive; the implementation of most
new projects, however-—from downtown redevelopment to wholesale shifts in -

political party puwer—require many of the same practical skills as curticulum
(lC\ clopment. Needs assessiments, sensitivity to philosophical and political bascs,
selecting and sequencing of major content materials, evaluation, reassessment-—
the same skills are called upon, thongh they take different forms.

Likewise, the conceeptual skills of analvsis, ientification of contest, and
intclectual rigor are available in a numiber of backgrounds. Many of the
traditional “disciplines™ require these skills of their: students: good writing
requires them; so doces good cditing; so docs cffective m;ln;lgcmént, at many
levels. And the experiencegelevant to curriculum development may be available
in a varicty of scttings besies those typically considered curricular—rescarch
projects, staff training, and program adwinistration in IMANY areds may afford
opportunitics for acquiringAxperiences in decision niaking “and pr()gr‘nn plan-
ning essential to curriculuim planning per se.

None of which is to argue that the education of curriculists can cﬂl(tncl\
be conducted piccemeal or that, good curriculists can come from simply
anvwhere, Bnt it does suggest that the components of good training in
curriculum may be available both in and outside schools of education, and that
the cducators of curriculists—including the curriculists themselves—are well

2

Cadvised to capitalize on this.
A Yearbook such as this one can provide a compendium of the major
decisions to be made; it can suggest the major variables in these decision points
and provide some techniques for assessing them. The real training of curriculists,
however, must come in-their réspective professions, with practical and conceptu-
al skills developed in a variety of delibérative situations gnd honed in the peculiar
contexts of developing cducational programs for others.
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University City, Missourt.Her major career has been in curriculum develop-
ment in the public schools She was President JF the Association for Supervision
and Curriculum Developent in 197475, and has served on varigus national
and state advisory committees and on overseas teams at international conferences « =
on education. She is the author of several journal arhclcs and books related to
curriculum development. : .

EL1zABETH VALLANCE i
" Director of Academic Qutreach and Assistant Professor in Kansas State e
University's Division of Continuing ldumh[)n She received her Ph.D. from ¢ ..
Stanford University and has publishedin th¢ arcas of curriculuny, theory. the
hdden curriculum, aesthétic criticism and qualitative evaluation of curriculum,
and the relationship of curriculum theory to problems of post-sccondary
cducation. She has published in curriculum journals abroad and was co-cditor -
(with Elljot Eisner) of Conflicting Conceptions of Curriculum.
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Executive Council; 1982-83
Pres'iden!'-‘() L.. Davis, Jr.. Professor of Curriculum and Instruction, Universi-
ty of Texas, Austin, Texas . . '

- ¢

Presxdent-hlett: LAWRENCE S. l‘lNl\Ll Executive Director, lnstltutc for Curric-

ulum Development, Dobbs Ferry, New York

Immediate Past President: LuciLLt: G. JORDAN, Associate State Superintendent
of Schools, Georgid’ Dc.partmcnt of Education, Atlanta, Georgia

GCwyN BrownLEEy Dircector of lnstructlonal Services, l,dumtmn bcr\ ice Center

- Region 10, Richardson, "Texas .

ARTHUR L. Cosra, Professor of Education, California Statc University, Sacrd-
mento, California ™ - .

Sioney H. Estis,: ‘\smtant Superintendent, ,\tlanta Public Schoo]s. ,\tlantl’

. Ccorgl,l

(,AROL\r\ Suk HuGues, Principal, ludlo“ School, Shaker Heights, Ohio .

IR—\N(IS P. Hunkins, “Professor’ of Education, University of Washington,

Scattle. \\’ashmgton

LurHer L. Kiser, Assistant Superintendent for Curnculum and Instruction,
Ames Community Schools, Ames, lowa

NELSON (PE ll-)QUlNBY Director of bccon(larbl ‘ducation, Connecticut R&nog

al Dlstnct West Rcc ding, Connccticut Y
SIUARI C. RankiN, Assistant Superinterdent; Betroit Public Schools, l)ctrmt
Michigan ¢ . .

Pui. C. ROBINSON, Pnncnpal Clarence 'B. Sdb])dth School River Rouge,
Michigan =~ =

Bos TayLOR, Profusor of Education, Um\'orsltv ofCoIomdo Boulder, Colora-
do
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Board Membess Elected at Large ‘ X
. .
* (Listed alphabeticalli: the vear insparentheses following cach member’s name
indicates the end of the term of office.). - .
Mursuo Avachi, Uaiversity of Hawaii, Honolulu1953)-
Gene Raymonp Carter, Norfolk Public Schools. Norfolk, Virginia (1985)

C. Louss (,E,DR(Nl,.,WLst\\ood l’uhhc Schools. Westwood, Massachusctts
(l()b)) : 2

Groria Cox, Beard of Education, Memzhis, ‘Tenmessce (198-}
Eraivge MCNALLY JarcHow, lowa State University, Ames (1983)

* Lots Harrison-Jones, Richmond City Schools, Riclmond, Virginia (1986)
Joan D. Kerepjza, West Hartford Pubhc Schools, West Hartford. Conncctncut
. (1983) o
Marcia Knokr, New York City Public Schools, Forest Hills (I‘Q‘H)

. K ]lb\ll Kusayastt, Public Schools, San Jose, California (1986)

‘Euzaseth R. LANE, Shelby County Schools, Mcmphis, Tenngssce (1%6)
MaRiaN lbmnwn/ Teancck Public Schools, Teaneck, New Jersey (1986)
Biyry Livencoop, Mincral County Schools, Kc¥er, West Virginia (L()&S
FErizaseh S. \lANPRA.,r ‘nwna State Univesity, Tempe (1983) -
‘GLORIA MCFADDEN, - Qregon College of Educationi, Salem ( 1‘984) '

E. Gaye McGovERN, \l iami East Scheol District, Casstown, Ohio (1985)
*MaRrva GaRNER MilLeg, Houston lndcpcndcnt School District, H()uston
Texas (19839 . .

ANN Conversg SiLLy, Bethany College, Bcthany, West Virginia (1980)
Craire H. gULll\A‘l Sceondary School Scryices, (,lcarwdtcr Florida (1984)
LAUREL TANNER, lgmplc University, Philadélphia,ZPennsylvania (1985)

MiLpRED M. WiLfiams, Statc Dcpartmc’n:t of Education, Jackson, Mississippi
(1984) , S : .

v Y .
. . P 3 P W

Unit Repregentatives to the Board of Directors

L] k]
(hach Unit's President is listed first; others follo“ in alplml)ctlca] order.)
Alabama: PeaRL JacksoN, Public Schools Moulton; } My CowLts, Universi-
ty of Alabama, Blrmmgham Jim GipLky, Public Schools; Gadsden
» Alaska: DeNiCE CrynE, Public Schools Anchoragex .D(!)NALD McDermorT,
University of Alaska. Anchorage
Anzona ANNA IOLWH Fublic Schools, Tucson; Pat {NasH, “University of
Arizona, Tucson: F. LLIE SBRAGIA, Arizona Ccntcr for Law Retated Education,
Phoenix .
Arkansas: Jim RoLrins, Public Schools, Sprmgdalc PH[LL[P Bisonen, Unjversi-
* -ty of Arkansas, - Favetteville .

e

- i

4

Cualifornia: HELI:V] Watrack, Public Schook Cotati, RbGNA CaI, Pubhc .

W
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\ .
Schools, ‘Tustin, Ricuard, EnrGorr, Public Schoaols, Visalia: CARjﬂ‘BARNus. .
California State University, Fullerton; Doris Prince:, Sauta Clara Caunty Office
of Fducation; MARILYN WINTERS, California State Unnuslt\" S.lu.hncntti
Colorado: DoNNA BresNan, Public Schools. Englewood: CiLr, Chaviz, “Uni-
versity of Northein Colorado, Greeleyi 'Tos Magraras, Public Schools, Aurora
Connecticut: Bl-RNARD GorriN,  Public Schools,  Monroe;  Epwarp  H.
BOURQUE ,.,Publu Schools, l'.nrhcld. ‘\IUHUR Roseres, Unmrsnt\ of (,(mnuh-
cut., Storrs

Delaware: -WiLLIAM® \l(.(,omum\ Pubhc Schools, D()\cr. Mx LVILLE . \_\'.-\R- B

: rEN, Public Schools, Pover : T
SRS District of Columbia: Barsara I Jackson. Public Schools, Washington; -, =
k Roserra Watker, Public Schaols, Washington ' ' e
Florida: Mary GieLta; Pasco County Schools, Land O'Lakes: JraN Marant,
Council of Sccondary Fducation, ‘Tallahassce: Mary o Sisson, Pubhe Schools,
Fort Walton Buuh lchLl)\ WiLks, Public Schools, Gainesville _

Georgia: ASNN (Ull‘l ppER, Bibb (,Ollllt\ Board of Lducation, Macon; Scorr
Bravsitaw, Georgia Departiment of Education, Atlanta; Jor: Mugeiy, Augusta
College : ‘ o
Hawaii: Larey McGonieat.,  ‘Mid-Pacific shstitute,  Honolulu; - Craire:
Yostuna, Hawaii State Departnent of Education, Honoluhu '
* Idaho; Gary Doravus, Public bchpols, Caldwell; Davio CarroLe. Publie”
Schm)ls Boisc ‘ . '
lllinvis: R()D\'H M. Borstap. Northern Winois dnncmt\ Dcmﬂ) PATRICIA
» Conran.” Public Schools. West Chicago; Aulan Doraset,, Public Schools,
Matteson:  Rictarn Hanke, Public Scheols, Arlington Hught.s, KATHRYN
-Ransom, Public Schools, bpnngﬁcl(‘ SyBIL \ASIRO\\' Educational Service

Region, Waukegtm ‘ . :
Indiana™CHaRLEs Mock| Public Schools, Bloomgngton Donwa Deen, Purs
due Univgrsity, Hannmond; MarjoRix ]ACMON Public Schools, {ndianapolis’ i

lowar: DoYeLas ScrermER, Publicg Schools, Maquoketa; Berry  Arwoob,
Heartland ‘Arca Fducation. Ageney, P\nkcny; H..roLD HuLLEMAN, Linn-Mar
(jommun\m Schools, Marion S . L
Kansas: HAR()LD Scmum " Public bchools Salina; ]Ql'l.umm ’, Publid L
Schoala, Kansas City .
Kentuclv R;\\D\ l\IMBROUFH Kentucky - Stite, DCBartmcnt ol luducatlon,,
Frankfort; Jupy \INNI:.HAFJ Oldham Gounty Board of Education, LaGmngc» -
Tom TavLor, Public Schouls; Owenton X _

Loumanq Joun, MeoLeg; Publie’ Schools, New Orleans; | JuLianya L-;
' BOUDREAUX,: Pubhc Schools, NC\\'\()r]cmlS' k,\u: SCULL\ Pubdic S¢I1(>bls,‘
‘Kennér « N \\ . . “

ot

E _,\!ame.‘LW\ M. B-\K pubhshcr Palmouth RngiARD BABB Pubhc Suhools

a/

x.
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fis, Thomas R Howie, Calvert Cotnty Public Schools, Prince Prederick;
‘Tueima N Seagks (reticed), Public Schools, Annapolis '
Massachusetts: C. BUurLbicH WELLINGTON, Tufts University, Nedford: Gue-
BERD Bueesy, Public Schools, Lynnfield: Morron Micksky, Public Schools,
Longincadoy; Rosert Musnistry, Public Schools, Reading

Michigun Dt FisNer, Public Schools, Saiine; Riva Foote, Fducational
Center, Southfield; Jasmes House, Public Schools, Wavne; James W Prray,
Public Schools, Muskcuon VIRGINIA SORENSON, Western \hdngdn University,
kaLlnmzoo . ‘

Minnesota: ]ou\' vy, consultant, Minncapolis; MERLL C. FRLLGER, l’ubhc
Schools, Buffalo; ArNoLp Ness, Public Schools, St. Anthony

¢ Mississippi: Junir P. Boroen, Public Schools, Plautergville: Bossie: Corius,
‘State Department of Education, Jackson v

Missouri: GERALDINE JOHNsON, . Public Schools, St. Loun FRANK  MoORLEY

(scmi-etired ), Public Schools, Webster (.rmcqﬂl RockLAGE, Pubhc Schools.,

St. Louis (,oum\

Montana:. Jint Loncin, Public Schouls Havre; Heney N Worrest, Montana _

State Um\crsm Bozeman

Nebraska: DON DaHLIN, Kearney State College, Kearney; Dororuy Hatl,
Public Schools, Omaha: lD(,AR KiLLey, Universihe of Ncbraqka Lincoln
Nevada: .Frep DocCtor, Pubhc Schools, Renc, ofewvin KirRcHner, Public
Schools, Reno

New Hampshlre JraN SI‘I:J-A\JII\ Pubhc Schools, Amherst; ¥ RLDI-RI(,I\’B‘ KING,
Public Schools, kxcter

New Jersey: jupirh /l\l\u-R\Lw Rutgers University, New Brunswick; Paur

BRAU\JCARI Public Schﬁols Moorestown; Ruth Dorney Crew, Public
Schools, Randolph: FraNK JacGarp. Public Schools, Cmnamlmon' PauL
Manko. Public Schools, Mt.. Laurel . :
. . < y &
New Mexico: Jack Bosrorg, Public Scheols, Albuquerque; DeLBert DYCHE;
. ' 0
-Public Schools, Las Gruces

New York: Dorotiy Focey, State Dcpartmcnt of l:.ducahon Schenectady:
ANTHONY DELIO, State University Colkgc Fredonia; StTePHEN FISHER,
"Foxlane Campus, Mt. Kisco; DoNaLD E, HARKNESS, Public Schools, Manhas-
_set; GERARD KkLLs, Public Schools, chnctta Tistorny M. MEgLcHIOR, Public
“ Schools, Valley Stream; ARLENE SomFer, Nassau BOCES, Westbury

North Carolina: Rosert C. Hanks, ‘Public Schools, Charlotte; LuciLe
Bazesore. Bertic County Board of Education, Windsar; \«IAR\o]ANh DiiLARD,
Jackson Countv Board of Fducation, Sylva !

North Dakota: RICHARD B‘ WARNER, Pubhc Schools, ¥ Fargo; Ginn Mewvey,
Pubhc Schools, Fargo , . , I
Ohio: Ronap Hissako, Summit County Board of Education, Akron; RoBERT
L. BhNNLl’l' Pubhc Schooh Gahanna;\ EvceNe GLick (retired), Public

ey
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Schgols, Medina; Rosert TH Honvas, Public Schools, Avon Lake: ArRtiur b,
WorLers, Ohio State University, Colubus

Oklahoma: JurrY M. HiLL, Central State University, Fdmond: Jases RopeRTs,
Public Schools, Lawton; NeLba Tesow, Public Schools. Oklahoma City
Oregon: 'Tom Linperssith, Public Schools, Lake Oswego; JEAN FERGUSON,
West Oregon State College, Monmouth; Rea Janes, Public Schools, Portland
Pennsylvania: Roert F. Nicrry, Jr., The Pennsvlvania State University,
University Park; Davio CasesgLt, State Departnient of Education, lldrnsl)urg
Roert FLYNN, Public Schools, Lemoyne; ANTHONY Lasriora, Public Schools,
McVevtown; Tuerest T Wakter, . Public Schools,  Fdinboro:  Jranne
ZivmerMAN (retired), Public Schools, Fancaster ‘
Puerto Rico: RamMoN M. Barguin, American” Military: Academy, Guaynabo:
R-\\l()x\ CLaUDIO, Unlu rsitv of Puerto Rico, Rio Piedras

Rhode Island: James ‘TurLey, Rhode Island  College, Pr()\ idcncc: Guy
DiBiasio, Public Schools. Cranston L .,
South Caroling: -CricLE HEIZER, l’u])l;c Schools Greenville; Ebie JENSEN
Public Schools, frmo: Crci Warp, Public Schools, Florence

*uulhl)akula Joun Bonaturo, Public Schools, Brookmgs JaNET ](le l’ubhc
Schools, Maztin . .
lcnnessee Marsuatr C. Pl riirr;-Public Schools, Memphis; Jonn L()\ILL.
The University of ‘Tennessee: Knoxville; MARGARET PHELPS, Tennessee Tech

' University, Cookeville ‘ g

Texas: ANy L. Jensen, Public Schools, Garland; RoBerT ANDERSON, Texas
Tech University, Lubbock; WayNe Bergywman, Region VI Education Service
" Center, Kilgore; CaroL KuykeNpaLL, Public Scho()ls Houston: DEwey Mavs,
Pu'vhc Schools, Fort -Worth

Utah: Jo ANN SkGHINL, Public Schools, Sandy: Q(_mm.\wz P, thee, Public
Schools. Salt Lake Citv ) , :

Vermont: Larnep Kercham, Public Schools, Charlotte: GEORGE FULLER,
Public ?chools Orlcans .

\'irgin Islands: Mavis Brapy, State Dtpdrtl'lcnt of Fducation, St. Thomas;
Linpa Cregut, Sibley Public Schools, St. Thomas, )
Virginia: EveLyn P. BickHam, Lvnchburg College, Lynchburg: Crark Dos-
soN, George, Mason University, Fairfax: DELORES GREENE, Public Schools,
Richmond; Nancy Vance, State Department of Education, Richmond.
Washington: BoB Vatiant, Public Schools Kennewick; Jot FLeEMiNG, Educa-
tion Service District 114, Port Townsend; Monica Schmipt, Department of
Pubic dnstruction, Tumwater

W est Virginia: Jovce Ciark Wauch, University of West Virginia, lnshtutc
HthN SAUNDERS. -State Department of Education, Charleston

Wisconsin: Joux KOERN, Public Schools. Oconomowoc; ARNOLD M. CHaN-
“DLER, Statc Department of Public Instruction, Madison; Rotann J. Cross,

Publi¢ Schools. Oregon K

Q

3
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Wyoming: AtaN G. WuekLER, State Department of Education, Cheyenne;
Donna ConNoR, University of Wyoming, Rawling
: International Units:
) . . . - - <
: CGermany: Russ FirLik, Mainz Américan Elementary School -,
.‘. . "
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Chair: Dervo DiLea-Dora, Professor and Chairperson, Departinent of Teach-
cr Education, Califi-rnia State University, Tlavward .
L]

o

) .
Gerawo R, Firen: Chairperson, Departiment of Currientum and Supersision,
Univensity of Georgra, Athens :

o
Chagrers G, Kingston, Principal, Thomas Fowler Junior High School, Tigard,
Oregon ' '

Fuizasern S, Ranporen retired), Charlotte-Mecklenburg Schools, Charlotte,
North Carolina - :

Grexys Uskrun iretiredd, Public Schools, University City, Missouri

o

o




Gornon CawrLr/Exccutive Director
RoNALD § Branoi/Exceutive Editor
Rurn 1. Lona/Assoctate Director
Diaxne: Berre i/ Associate Director

SARAH ARLINGTON. Joun ., Bravove, Joan Branpr, ANNE Deks, DOLORES
Dickerson, Anrra Frezearrick, Jo ANN IRick, Jo Joses, Trora Jones,
JACQEELYN LAYTON, INDU Mabpan, DiBORAH MADDOX, BARBARA MARENTETTE,

Crara Merepren, Frances MiNbeL, Nancy Moprak, Nancy OrsoN, Gavik

ROCKWELL, ROBERT SHANNON, CAROLYN -SHELL, CUARLOTTE STOKES, BErsky
Truomas, Baasara ThoMpsoN, An Way, Corrrre WiLLIaMs

s - . . @
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